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Standards F irst . . .
In 2009, a House of Commons Innovation, Universities, Science and Skills Select Committee  
reported on its inquiry into a range of aspects of higher education. The Committee focused to a large  
extent on academic standards and on increasing numbers of “good” (first and upper second) honours  
degrees. It reported a lack of appetite within higher education for a systematic analysis of the reasons for  
the increase. So, are standards falling and do we expect less from our students? Or are students performing  
better – with a sharper awareness of learning outcomes and a focus upon achieving them?
A recent QAA report, “Honours degree classifications: what we can and cannot tell from the statistics”, compiled by 
Mantz Yorke, provides “a resource for the purposes of institutional reflective analysis and benchmarking”. Both this 
report and that of the Select Committee also pose questions to all of us in subject communities. Do we understand 
trends in degrees awarded? Do we clearly articulate the standards which characterise our awards?
Yorke’s report confirms a positive correlation between “good honours” and the extent to which an institution can 
selectively enrol students, and the relationship between A levels and degree outcome. However, analysis of trends 
is problematic because the way in which subjects are coded, and awards apportioned and reported, changed in 
2002 with the introduction of the Joint Academic Coding System (JACS). To this we can add, in the case of the 
HLST subject grouping, subsequent modifications to the coding. The Yorke report describes a steeper rise in good 
honours degrees pre-JACS than post-JACS, where combined degrees became apportioned to component subject 
areas and “Business and Management Studies” was placed in a group of subjects in which there had been, 
over time, a flat percentage of “good honours” awards (less than 50% in the case of Business and Management 
Studies) but with a high differentiation by type of institution. There is no specific data presented to identify trends in 
the HLST grouping.
This issue of LINK clearly demonstrates the high level of attention given to assessment and feedback in our subject 
community and to developing effective practice that we can share. We must also remind ourselves that it is not just 
how we assess and give feedback but also the standards against which we assess that deserve urgent attention, 
agreement and greater transparency. 
Clive Robertson
Director
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With the countdown to the 2012 Olympic and Paralympic Games now less than 
1000 days, the HLST Network has established a Special Interest Group (SIG) to give 
focus to harnessing the opportunities for curriculum development and for enhancing 
student learning experiences which the Games bring
Following two successful inaugural meetings, an ambitious programme of events and 
resources development is now planned. This includes further meetings in different parts 
of the UK to discover regional responses to harnessing the potential which the Games 
offer; a student event, and the HLST Annual Conference in November 2010 which 
will take “Learning from the Olympics” as its theme.
A series of case studies, an annotated bibliography, and links to relevant reports and articles are being developed. We are also 
building on the “Discussion Starters” developed by our colleagues at LinkBC in Vancouver as part of their work to harness the 
learning opportunities of the 2010 Winter Olympics. In true Olympic spirit, they pass the torch to us and to colleagues in Sochi, 
home of the 2014 Winter Games, and we shall pass the torch to colleagues in Rio de Janeiro for 2016 in due course….  
The work of the Olympics SIG will be showcased through its own sub-site of the HLST web site. 
For the moment, however, details of its activities are available at
http://www.heacademy.ac.uk/hlst/ourwork/olympics_sig 
Olympics Specia l  Interest  Group
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similar comments, it became a priority to find a solution to these problems. This case 
study outlines the approach we took to address this challenge.
We needed to indentify underlying principles to provide a framework within 
which the assessment could be structured. In employment, the final result is the key 
measurable element, and an effective team uses the strengths of the team members 
and overcomes individual limitations to reach an effective conclusion. So the final 
outcome formed the key assessment element, but the requirement for each of the team 
members to contribute in the same way was not considered appropriate. A framework 
to recognise individual contribution to the outcome was needed to ensure individual 
and collective responsibility for the outcome was established. 
The analysis of these factors led to the following approach: 
1.  The task is identified and outlined to students in writing and reinforced in a  
taught session.
2.  Students select groups (of approximately equal size, usually 3 or 4 members 
depending on the cohort size). Students are then required to meet as a group to 
discuss the task and identify their way of working. 
3.  After a period of 1 – 2 weeks each group meets the tutor for 15 – 20 minutes 
to discuss progress (these sessions replace formal teaching). This session provides 
formative feedback on the analysis of the task, identification of key elements of 
content and potential sources of further information, along with the team work 
processes used, and importantly requires each individual in the group to outline 
their achievements to date. What has been done by each individual and where 
there is a need for further probing becomes very clear (through both the words 
used and the body language of all present) as achievements are outlined in a 
group forum and after discussions on progress.
4.  The next two weeks or so allows time for further group meetings, reading and 
analysis of material without input from the tutor. 
5.  A week or so before the required assessment day, a further meeting is held with 
the tutor to provide further formative feedback and evaluate the group progress 
and individual contributions, allowing time for the final polish to be added to the 
assessed work.
The written work or presentation is assessed in line with the published criteria in the 
same way as any individual assessment would be. However, each student is also 
required to complete a contribution indicator (shown below) evaluating the relative 
value of the contribution of each member of the group, including themselves, to the 
overall assessment performance using a 0-20 scale and an average score of 10 
per group member (i.e., if one student’s contribution is rated highly another student’s 
contribution must go down to maintain the mean). 
Assessment, in general, is an area that 
flexes the minds of staff and students 
across higher education, as can be 
seen from the focus of this issue of 
LINK and the results of the National 
Student Survey. When group work 
is added to the assessment process, 
the whole business seems to get even 
more complicated. Group assessment 
often results in concerns about fairness 
of grades for individuals, equality of 
work load and accusations of students 
freeloading on the commitment of 
colleagues, resulting in negative 
feedback from students. 
However, employers highlight teamwork 
as a key skill that they want from 
graduate employees. Indeed there are 
very few tasks in the world of hospitality, 
leisure, sport and tourism employment 
that do not involve teamwork. So it 
would seem essential that team work is 
both taught and assessed as part of any 
course in these disciplines. Unfortunately, 
the nature of assessment means that the 
lecturer often does not see what goes on 
behind the scene, meaning that it is not 
possible to judge individual input into 
the final assessed work. The challenge 
therefore is for academics to find a way 
to provide students with the opportunity 
to experience working in groups, to 
provide feedback on the process to 
enable development of this vital skill, 
and to find a way to fairly assess 
students’ performance. 
Given a commitment to the need for 
group work, recognition of the power of 
assessment as a motivator to students, 
along with feedback from students 
about fairness including individual marks 
being dragged down by others, lack 
of contribution from peers to the overall 
performance of the team and other 
Group Assessment:  
A Map of  One Route 
Through the Minef ie ld!
Ian Harris, Southampton 
Solent University
.heacademy.ac.uk/hlst2
Name Contribution 
(all group members,  
including you)
  0, 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20
  0, 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20
  0, 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20
Total Points awarded above  (Must equal number in group x 10 so 3 in group = 30)
This evaluation is confidential between the student and tutor, but not anonymous. The 
tutor is then able to establish final grades through analysis of the quality of the final 
work, the students’ reported evaluation of each individual’s contribution and also the 
observations from the student/staff meetings. The potential for one-to-one meetings 
(potentially akin to a viva) between the tutor and a specific student or students is also 
included as a possible tool to finalise grades.
This process has been successfully undertaken over several years for both written and 
class presentations, with continuous refinement. The standard of the student work, and 
consequent marks, has improved. Marks have tended to correlate to the best marks 
achieved by group members in other assessments rather than reflecting an average or 
being dragged towards the lowest denominator. Students are quick to recognise the 
strengths of individuals and use these for the greater good. For example, on several 
occasions in the seminar presentation assessment the group has decided to use the 
best presenters to deliver the session (as happens in the work place), with others 
having contributed more to the behind the scenes work. 
However, the key benefit of the process is that it empowers the students to challenge 
any freeloading approach on the part of colleagues, with knowledge that marks 
will reflect this. Progress is transparent: the students are required to report on their 
own contribution in public. The fact that students are required to evaluate their 
own achievements and that of their peers has almost completely eradicated lack of 
engagement on the part of individuals. It is very rare for a student not to evaluate 
each group member’s contribution as equal, but when this is not the case there are 
surprisingly consistent results reported by all group members, including the student(s) 
who have contributed less than their peers. These evaluations have also always 
matched the view of the tutor based on the progress meetings. 
Reflection and re-evaluation on the process has been undertaken annually and 
refinements implemented. The timing of the process has influenced the effectiveness.  
If the time between handout of the task, each meeting and final submission is too 
long, there is a higher risk of the process stalling as students lose focus. However, 
there needs to be enough time for the challenges presented by group work to be 
resolved, this skill development being fundamental to a successful outcome and the 
skill profile of graduates. As with all assessment, the timing of the process needs to be 
outlined from the start of the year so students know when they need to commit to this 
element of their academic experience.
The scale used to facilitate the students 
reporting individual contribution has 
been widened over the years. The initial 
use of a 5 and then 10 point scale was 
seen by the students as being too blunt 
to report slight differences in contribution. 
The result being that students were not 
willing to report differences in individual 
contribution of 20% to 40% in case 
friends’ marks were significantly affected.
The use of two meetings has also been 
found to be essential in making the 
process work. Without any meetings 
the tutor is to a large extent “blind” 
regarding the process and individual 
input. A single meeting with the tutor did 
not adequately support the students in 
fully developing their understanding of 
the topic, while simultaneously wrestling 
with group dynamics. 
In conclusion, we see group work as a 
vital part of the course and units of study. 
The minefield associated with group 
assessments has not been completely 
cleared, but the process undertaken 
is believed to have enhanced the 
performance of students, has certainly 
removed all complaints about group 
assessment in unit evaluations, and, we 
hope, enhanced our students’ competence 
in this essential employment skill. 
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learners produce as part of their work. 
The increasing variety of assessment 
methods has generated particular 
challenges which we examine below.
Assessing and 
Awarding Credi t 
for Performance
The nature of work-based learning 
means that the context of work is 
inextricably linked with the way 
people learn. So, a worker may learn 
more about the skills and knowledge 
required to prepare a formula for 
successfully allocating work when they 
must accommodate the ever changing 
demands of staff shortages, sickness 
and holiday requirements, than if they 
were working from a scenario, or even 
learning a technique from a lecture or 
textbook. However, the learning that 
takes place on the job may be an 
instinctive reaction to the immediate 
circumstances. To ensure learners 
articulate and internalise what they 
have learned and apply it to future 
situations, most HE programmes that 
encourage students to use real work for 
assessment purposes will also expect 
them to complete some sort of reflective 
account that details their learning 
and relates it to pre-defined learning 
outcomes for their programme of study. 
In many cases, learners will prepare a 
learning journal or similar account to 
meet this requirement.
In itself, this process does not present a 
challenge, but some work-based learning 
programmes are attempting to provide 
more innovative and less time-consuming 
ways for students to demonstrate 
knowledge and understanding which 
relates to workplace performance. 
Perhaps a student may talk through 
associated knowledge or understanding 
with a tutor immediately after they 
have completed a task. In my opinion, 
this would be a legitimate way to 
for a student to demonstrate relevant 
knowledge and understanding, although 
it may provide a challenge for quality 
moderation. It is likely to be more time 
efficient for the student than writing a reflective account, and where a group of students 
is in the same workplace, may also be time efficient for the tutor.
There are some who believe that writing an essay or dissertation is more challenging 
and therefore more worthy of credit than carrying out a complex work related task, 
and to award HE credit for the latter is somehow lowering the standard. I would 
argue that both can provide the opportunity to demonstrate complex skills and 
knowledge, simply in very different ways, and therefore both can be worthy of credit. 
I would suggest, however, that work-based assessment for a programme should 
include a variety of different tasks, some written and some oral, to ensure varying 
aspects of a student’s skills are tested.
Manag ing Discrepancies Between 
Workplace Performance and Wri t ten 
Ski l ls
Typically, learners who complete work-based assessment in HE are experienced in 
their jobs but seeking to improve their associated knowledge and gain credit for what 
they know and can do. Often they are not experienced students or learners. Where 
students are asked to write about what they do as part of a work-based assessment, 
the resulting product can be at odds with their level of performance at work. This 
can work both ways, so an employee who struggles with the day to day challenges 
of their role but is particularly articulate and literate may do better in a work–based 
task that requires them to describe how they use their knowledge and skills than an 
employee who performs to a high standard in their job but is less literate. This can 
be particularly frustrating for a tutor who recognises an advanced level of thought 
processes hidden in a naive writing style. In an extreme case, this can severely 
penalise students where progression to the next level of a job is predicated upon the 
passing of a course that is heavily based on written assessment. 
I think the only response to this challenge can be to ensure assessment methods are 
varied and not too heavily reliant on describing what you can do or would do in 
writing – although, as mentioned earlier, a certain level of written skills will need to be 
demonstrated for students to achieve credit at HE level.
Opportuni t ies Provided by Work-
based Assessment
Work-based assessment also provides a number of opportunities both for those 
undertaking it and the HEIs administering it. As we have seen, it encourages a 
broadening of assessment methods on offer which should benefit traditional learners 
as well as work-based ones simply by increasing variety. Submissions for work-based 
assessments, even for the same task, tend to be widely different because of the 
different environments and contexts in which people work. A HEI that offers work-
based assessment is forced to accommodate that difference and address variety in the 
processes that run alongside assessment, from quality assurance right through to small 
but important practical details such as how to cope with submission and moderation 
of live documents, or issues of commercial sensitivity or confidentiality. The flexibility 
that this engenders in systems and procedures has benefits for all students.
Students who present real work for assessment are likely to be deeply involved with 
that work. Getting it right probably means much more than a good mark for their 
assessment – it may mean one of their ideas is taken on by their employer and used 
to improve their business. This involvement should help learning to be memorable and 
embedded, and therefore especially useful to them.
Knowing What You Are 
Doing:  The Chal lenges  
and Opportuni t ies of  
Work-Based Assessment  
in  Higher Educat ion
Introduct ion
Assessment of learning is designed to assure and demonstrate a certain level of 
knowledge and understanding, to give an opportunity and motivation for learners to 
assimilate and articulate what they have learned and, in some cases, to provide a 
means to distinguish between different levels of achievement by individual students. 
Whether a student presents examples of their day to day work for assessment 
or writes an essay, the purpose of that assessment should be broadly the same. 
Work-based assessment, as well as some more traditional assessment in vocational 
subjects, may also examine a learner’s performance or competence – the ability to do 
something to a particular standard.
The notion of assessing competence has challenged higher education (HE) for some 
time. The challenge was brought to the foreground in the late 1980s/early 1990s 
with the introduction of the National Vocational Qualifications (NVQ) framework 
which relied heavily on the retrospective assessment of competence. At higher levels, 
concern was raised about the extent to which knowledge implicit in the performance 
of complex tasks might be inferred. In other words, if you could run a management 
meeting competently, could an assessor infer that you had knowledge of, for example, 
theories about building an effective team?
Nearly 20 years, on the NVQ system is mainly used for qualifications at lower 
levels, so the debate about the meaning of competence and its assessment at higher 
levels has receded, but the increasing popularity of work-based learning in a HE 
constituency eager to attract employers has brought certain elements of this debate to 
the fore again.
In this article I aim to explore both the challenges and opportunities that work-based 
assessment brings to HE, paying particular attention to the sometimes complex 
relationship between knowing and doing, or knowledge and performance.
What is  Work-Based Assessment?
Work-based assessment uses the learner’s real working situation to provide context 
for demonstrating learning. However, the type of task a learner can be asked to 
undertake for a work-based assessment varies widely. I find it easiest to picture the 
potential breadth of tasks on a continuum. At one extreme, learners can present 
work they are actually doing for assessment – a business plan, a staff appraisal or 
a presentation on new techniques for monitoring customer feedback, for example. At 
the other extreme, an assessment task might require learners to articulate a theoretical 
position and illustrate it with generic examples from their knowledge (not necessarily 
gained first hand) of a particular job role. I would describe the second example as 
work-related assessment rather than work-based assessment, but it still encourages 
learners to consider the relationship between their learning and work.
Chal lenges of 
Work-Based 
Assessment  
for H E
Traditionally, HE has focused on 
assessment by written product – an 
essay, a dissertation, or written 
responses to questions or scenarios. 
There are important reasons for this 
focus. A key element of “graduateness” 
must be the ability to express oneself 
clearly in writing and maintain a 
coherent argument in response to a 
searching or complex question or topic. 
More recently, assessment methods have 
become more innovative, especially 
where the skills of team working must 
be developed and demonstrated or 
where, for example, learners have been 
required to prepare group presentations.
Where employers are using HE to 
develop the skills of employees, one of 
their main concerns is how assessment 
will be relevant to their employees’ jobs 
and also how much time employees will 
need to spend off the job completing 
assessments. In response some HE 
Institutions (HEIs) are seeking to use 
as many real work opportunities for 
assessment as possible – on our continuum 
they are looking towards the first extreme.
This desire to ensure assessment is both 
completely relevant to work and uses 
workers’ time efficiently has driven HEIs 
to broaden assessment methods. Some 
may be assessing by observing learners’ 
performance in the workplace, others 
may be assessing products such as 
strategic plans, budgets or reports that 
Judy Rumbelow, 
Bibby Rumbelow Ltd
.heacademy.ac.uk/hlst4
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successfully allocating work when they 
must accommodate the ever changing 
demands of staff shortages, sickness 
and holiday requirements, than if they 
were working from a scenario, or even 
learning a technique from a lecture or 
textbook. However, the learning that 
takes place on the job may be an 
instinctive reaction to the immediate 
circumstances. To ensure learners 
articulate and internalise what they 
have learned and apply it to future 
situations, most HE programmes that 
encourage students to use real work for 
assessment purposes will also expect 
them to complete some sort of reflective 
account that details their learning 
and relates it to pre-defined learning 
outcomes for their programme of study. 
In many cases, learners will prepare a 
learning journal or similar account to 
meet this requirement.
In itself, this process does not present a 
challenge, but some work-based learning 
programmes are attempting to provide 
more innovative and less time-consuming 
ways for students to demonstrate 
knowledge and understanding which 
relates to workplace performance. 
Perhaps a student may talk through 
associated knowledge or understanding 
with a tutor immediately after they 
have completed a task. In my opinion, 
this would be a legitimate way to 
for a student to demonstrate relevant 
knowledge and understanding, although 
it may provide a challenge for quality 
moderation. It is likely to be more time 
efficient for the student than writing a reflective account, and where a group of students 
is in the same workplace, may also be time efficient for the tutor.
There are some who believe that writing an essay or dissertation is more challenging 
and therefore more worthy of credit than carrying out a complex work related task, 
and to award HE credit for the latter is somehow lowering the standard. I would 
argue that both can provide the opportunity to demonstrate complex skills and 
knowledge, simply in very different ways, and therefore both can be worthy of credit. 
I would suggest, however, that work-based assessment for a programme should 
include a variety of different tasks, some written and some oral, to ensure varying 
aspects of a student’s skills are tested.
Manag ing Discrepancies Between 
Workplace Performance and Wri t ten 
Ski l ls
Typically, learners who complete work-based assessment in HE are experienced in 
their jobs but seeking to improve their associated knowledge and gain credit for what 
they know and can do. Often they are not experienced students or learners. Where 
students are asked to write about what they do as part of a work-based assessment, 
the resulting product can be at odds with their level of performance at work. This 
can work both ways, so an employee who struggles with the day to day challenges 
of their role but is particularly articulate and literate may do better in a work–based 
task that requires them to describe how they use their knowledge and skills than an 
employee who performs to a high standard in their job but is less literate. This can 
be particularly frustrating for a tutor who recognises an advanced level of thought 
processes hidden in a naive writing style. In an extreme case, this can severely 
penalise students where progression to the next level of a job is predicated upon the 
passing of a course that is heavily based on written assessment. 
I think the only response to this challenge can be to ensure assessment methods are 
varied and not too heavily reliant on describing what you can do or would do in 
writing – although, as mentioned earlier, a certain level of written skills will need to be 
demonstrated for students to achieve credit at HE level.
Opportuni t ies Provided by Work-
based Assessment
Work-based assessment also provides a number of opportunities both for those 
undertaking it and the HEIs administering it. As we have seen, it encourages a 
broadening of assessment methods on offer which should benefit traditional learners 
as well as work-based ones simply by increasing variety. Submissions for work-based 
assessments, even for the same task, tend to be widely different because of the 
different environments and contexts in which people work. A HEI that offers work-
based assessment is forced to accommodate that difference and address variety in the 
processes that run alongside assessment, from quality assurance right through to small 
but important practical details such as how to cope with submission and moderation 
of live documents, or issues of commercial sensitivity or confidentiality. The flexibility 
that this engenders in systems and procedures has benefits for all students.
Students who present real work for assessment are likely to be deeply involved with 
that work. Getting it right probably means much more than a good mark for their 
assessment – it may mean one of their ideas is taken on by their employer and used 
to improve their business. This involvement should help learning to be memorable and 
embedded, and therefore especially useful to them.
Knowing What You Are 
Doing:  The Chal lenges  
and Opportuni t ies of  
Work-Based Assessment  
in  Higher Educat ion
Introduct ion
Assessment of learning is designed to assure and demonstrate a certain level of 
knowledge and understanding, to give an opportunity and motivation for learners to 
assimilate and articulate what they have learned and, in some cases, to provide a 
means to distinguish between different levels of achievement by individual students. 
Whether a student presents examples of their day to day work for assessment 
or writes an essay, the purpose of that assessment should be broadly the same. 
Work-based assessment, as well as some more traditional assessment in vocational 
subjects, may also examine a learner’s performance or competence – the ability to do 
something to a particular standard.
The notion of assessing competence has challenged higher education (HE) for some 
time. The challenge was brought to the foreground in the late 1980s/early 1990s 
with the introduction of the National Vocational Qualifications (NVQ) framework 
which relied heavily on the retrospective assessment of competence. At higher levels, 
concern was raised about the extent to which knowledge implicit in the performance 
of complex tasks might be inferred. In other words, if you could run a management 
meeting competently, could an assessor infer that you had knowledge of, for example, 
theories about building an effective team?
Nearly 20 years, on the NVQ system is mainly used for qualifications at lower 
levels, so the debate about the meaning of competence and its assessment at higher 
levels has receded, but the increasing popularity of work-based learning in a HE 
constituency eager to attract employers has brought certain elements of this debate to 
the fore again.
In this article I aim to explore both the challenges and opportunities that work-based 
assessment brings to HE, paying particular attention to the sometimes complex 
relationship between knowing and doing, or knowledge and performance.
What is  Work-Based Assessment?
Work-based assessment uses the learner’s real working situation to provide context 
for demonstrating learning. However, the type of task a learner can be asked to 
undertake for a work-based assessment varies widely. I find it easiest to picture the 
potential breadth of tasks on a continuum. At one extreme, learners can present 
work they are actually doing for assessment – a business plan, a staff appraisal or 
a presentation on new techniques for monitoring customer feedback, for example. At 
the other extreme, an assessment task might require learners to articulate a theoretical 
position and illustrate it with generic examples from their knowledge (not necessarily 
gained first hand) of a particular job role. I would describe the second example as 
work-related assessment rather than work-based assessment, but it still encourages 
learners to consider the relationship between their learning and work.
Chal lenges of 
Work-Based 
Assessment  
for H E
Traditionally, HE has focused on 
assessment by written product – an 
essay, a dissertation, or written 
responses to questions or scenarios. 
There are important reasons for this 
focus. A key element of “graduateness” 
must be the ability to express oneself 
clearly in writing and maintain a 
coherent argument in response to a 
searching or complex question or topic. 
More recently, assessment methods have 
become more innovative, especially 
where the skills of team working must 
be developed and demonstrated or 
where, for example, learners have been 
required to prepare group presentations.
Where employers are using HE to 
develop the skills of employees, one of 
their main concerns is how assessment 
will be relevant to their employees’ jobs 
and also how much time employees will 
need to spend off the job completing 
assessments. In response some HE 
Institutions (HEIs) are seeking to use 
as many real work opportunities for 
assessment as possible – on our continuum 
they are looking towards the first extreme.
This desire to ensure assessment is both 
completely relevant to work and uses 
workers’ time efficiently has driven HEIs 
to broaden assessment methods. Some 
may be assessing by observing learners’ 
performance in the workplace, others 
may be assessing products such as 
strategic plans, budgets or reports that 
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problematic (see Fig 1). So we looked for a solution. 
This came via the online streaming capabilities 
of Blackboard. We all know that students are 
multimedia savvy, so we piloted assignment 
submission and feedback, via the Blackboard online 
Turnitin service. We piloted the Drop Box mechanism 
and Turnitin system with two tutor groups: 55 final 
year students studying International Marketing 
Strategy and 87 first year students studying Principles 
of Food and Beverage Management
Features of the pilot scheme were as follows:
students produced their assignments in  •	
Word format
students could submit their work (Turnitin) as often as they wish before submission, •	
enabling them to monitor the originality and referencing of their own work 
students uploaded their assignment into a specifically designed drop-in box, similar •	
to sending and receiving all assignments via e-mail, but to one “virtual” space 
uploading assignments took place at home, in the library or in any Wi-Fi zone at •	
any time of day or night before the submission deadline
assignments submitted after the submission date and time received late penalties•	
assignments were viewed in the virtual space and tutors provided feedback directly •	
onto students’ Word documents (see Fig 2)
assignment feedback was •	
released en masse
students viewed their assignment •	
feedback and mark, at home, 
in the library or back in their 
chosen Wi-Fi zone – at any time 
of day or night
work was not lost because •	
of administrator error and 
the process also freed up 
administrator time in  
returning work
Introducing 
Turni t in v ia 
Blackboard
Feedback for assessed work is often 
considered to be more important than 
the actual grade the student receives. 
Indeed it could be said that feedback 
on the students’ current performance 
and how they could direct their 
learning efforts in the future is even 
more important than the subject matter 
being assessed. We therefore consider 
feedback to be a powerful pedagogic 
experience because it guides the 
student, which in turn provides cognisant 
learning. This consideration is fine if 
feedback is easily accessible to the 
student and, even more importantly, if 
they receive it in a timely satisfactory 
manner. Indeed, Bright (2009) stated, 
“Two findings from the second National 
Student Survey, reported in 2006, 
provided a dramatic contrast [in that] 
whilst 80% of students were satisfied 
with their courses overall, 40% were not 
satisfied with their course assessment and 
feedback.” It is our responsibility to foster 
an attitude of continuous improvement by 
supporting students’ development in this 
area, thus addressing any elements of 
dissatisfaction. 
We are often frustrated when we spend 
time writing informative feedback and 
suggestions for improvements but end up 
with piles of assignments lying around 
our offices as returning work to students is 
electronic copies of work could be sent to External •	
Examiners avoiding the need to post work to them
live internet links where individuals could get help to •	
improve their work was given to the student, for example 
Skills for Learning and the electronic version of The Little 
Book of Plagiarism
Blackboard enabled us to provide feedback live and in situ 
asynchronously. The available mechanisms have been very useful 
as they facilitate feedback onto the students’ work. The process 
is highly individualised and it is accessible 24 hours a day. 
Students are able to capture their assessed work and feedback 
electronically, to consult at a future date if they so wish.
Tutor Comments: A Positive 
Experience
Don’t have to carry lots of papers around – when you have 100+ scripts 
– this can be difficult
Feedback and mark simultaneously
Do not have to worry about losing scripts “down the back of the sofa”
Don’t have chance of losing mark sheets
Can do feedback in office, library or off site
Our offices do not look like a bomb site
Getting feedback to students is immediate
Don’t have to wait until students are physically “in the building” – eg after 
Christmas or summer holidays
“Live” web links in Turnitin allow instant checking of references and  
source materials. 
Second marking easier as scripts do not need to be exchanged.
Administrators can access grades calculated within the system, thus 
avoiding “final mark hand-in dates”
Naturally, we wanted to know if the students found the 
experience as useful. So we asked the students to feedback about 
the online assignment submission and the live in situ feedback.
Research Quest ions and 
“Real  Responses”
Q1: What 
did you think 
about handing 
in work via 
x-stream?
I prefer this method of handing in. It’s very easy & 
simple to do 
It’s a lot easier and less time consuming
Green idea
More convenient than going in before 9.30am
Good – not having to pay for a folder
Stress free, no hassle and environmentally friendly
We avoid plagiarism
Costs less money
Protects the environment without need for hard copy 
and plastic folder 
Q2: What 
do you think 
about receiving 
feedback via 
x-stream?
You can generalise the feedback to any module 
Constantly access it to check comments at a later time
Don’t lose papers with feedback on in your bedroom
Nice and neat – can read the handwriting
Very clear – everything in detail
More space for the tutor to write in
Detailed – better on it than lines at end
Couldn’t read the handwriting before
Very personal and constructive
Summary 
As we live in a 24/7 multimedia age it seemed appropriate 
to use an online submission and feedback mechanism. This 
is available via Blackboard’s Drop Box and Turnitin systems, 
along with other facilities such as online chat, discussion 
groups, web links and live recordings of lectures or workshops. 
We found many benefits to providing feedback virtually. 
Clearly the students found the submission and feedback 
mechanisms useful. We were surprised how green our students 
were and how poor our written feedback has been in the past!
References are available at:  
www.heacademy.ac.uk/hlst/resources/publications
Student Feedback – From 
Chaos to Order with the 
Cl ick of  a Button
Alexandra Kenyon and 
Mark Chambers, Leeds 
Metropolitan University
Conclusions
As HEIs work more with employers, an ability to devise effective work-based 
assessments that promote learning, make efficient use of employees’ time and have 
the potential to lead to improved work practice becomes especially important. Despite 
the challenges associated with devising new ways of assessment while maintaining 
rigorous quality assurance for the award 
of credit, the broadening of aspect 
demanded by these changes can be 
beneficial to HE provision as a whole.
Figure	1
Figure	2
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student and, even more importantly, if 
they receive it in a timely satisfactory 
manner. Indeed, Bright (2009) stated, 
“Two findings from the second National 
Student Survey, reported in 2006, 
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whilst 80% of students were satisfied 
with their courses overall, 40% were not 
satisfied with their course assessment and 
feedback.” It is our responsibility to foster 
an attitude of continuous improvement by 
supporting students’ development in this 
area, thus addressing any elements of 
dissatisfaction. 
We are often frustrated when we spend 
time writing informative feedback and 
suggestions for improvements but end up 
with piles of assignments lying around 
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live internet links where individuals could get help to •	
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Very clear – everything in detail
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to use an online submission and feedback mechanism. This 
is available via Blackboard’s Drop Box and Turnitin systems, 
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of Surrey 
listening several times with my work in front of me it was extremely useful. I feel 
that the feedback is the most important part in improving academically and it 
is often overlooked. It has helped me enormously when I have had constructive 
feedback…… I think every lecturer should be made to give oral feedback.
I am really impressed with the way the module has been delivered in milestones. •	
It has helped me a great deal with my time management – juggling different 
assignments is usually tricky. The audio feedback for each milestone has also 
been extremely useful. It has allowed a great deal more detailed information to be 
passed on to me than what can be written in the small ‘Marking Tutors Comments’ 
box on the assignment record forms. The portfolio structure of the module made the 
work very interesting for me personally and I enjoyed doing the work, which is a 
rare thing for a student to say, I reckon, so thanks!
As well as the use of milestones the audio feedback has been great!! It has been •	
really helpful to receive such brilliant and helpful feedback not only in areas where 
we have gone wrong and need extra information but also where were actually 
going right, as well to give us a better idea of what we need to be doing and 
it’s always nice to hear when you’ve actually done something good in work that 
you’ve spent hours and endless nights of no sleep over!
The Resul t
Increasingly students are reliant on technological devices. The web provides 
their research forum while social networking and mobiles provide their means of 
communication and social interaction. For modern academics to survive in the 21st 
century and not become a quaint 
anachronism they require a new set 
of tools, one that complements their 
teaching, while not dominating or 
detracting from it. 
A wiki and a small MP3 recorder are 
relatively simple and easy devices to use 
and, as the students’ comments indicate, 
they were extremely successful in their 
implementation. The students considered 
the audio feedback in milestones to be 
constructive, directed yet personal and 
individual to them. Several commented 
on how it helped with their time 
management. Some even intimated that 
the milestone structure of the module and 
feedback inspired them to work harder 
and research more. 
At the end of the day, what more can a 
tutor ask?
References are available at:  
www.heacademy.ac.uk/hlst/resources/
publications
The original source of this thought-provoking statement remains 
unknown, unfortunately. It is taken from a presentation used in a 
management course and is a powerful statement which conveys 
the two-way character of feedback. Feedback is not only the 
evaluation of an individual’s work but has the power to enhance 
the learning experience: it can be extremely motivational 
and can encourage self esteem (Nicol & Macfarlane-Dick, 
2004). Conversely, when handled insensitively poor quality 
feedback can cause great embarrassment and has the power to 
jeopardise a student’s progress (Young, 2000). 
In most institutions the majority of feedback is probably given 
in a formal context and takes the form of a written report. This 
may be followed by a consultation in which tutor and student 
discuss the implications of the comments that have been made. 
All too often however, time is pressing, other deadlines impinge 
and the feedback is not acted upon. It then loses its relevance. 
Feedback on assignments completed towards the end of a 
semester rarely receives the time and attention it deserves from 
either tutor or student.
This article provides an overview of the student experience of 
an integrated approach to feedback aimed at counteracting 
the age-old problem of feedback lethargy. A final year module 
combined a web-based wiki, MP3 audio feedback and a 
milestone approach.
The Task
Fifteen final year students took part in an “Environmental 
Education” module in which they were asked to produce 
individually an educational resource portfolio for a chosen age 
group. The portfolio was submitted in four stages or “milestones” 
a few weeks apart. The final milestone, worth 20% of the overall 
grade, was a “catch-up” week in which students were given 
the opportunity to act upon the feedback and amend previous 
sections in order to re-submit their work in its entirety. This 
provided them with the opportunity to increase their overall grade.
Milestone 1 (20%) – academic justification of educational 
theory
Milestone 2 (40%) – main Portfolio and Learning Plans
Milestone 3 (10%) – supporting Documentation
Milestone 4 (20%) – students were given the opportunity to 
act upon feedback from previous milestones and re-submit the 
amended work
Participation (10%) – tutorials/ wiki input
“Feedback Should Be Given 
And Received As A Gi f t”  
New Tools to Work with  
an Old Problem
The Technology – a wik i
The editable website or “wiki” was created at the beginning 
of the semester with the minimum of structure from the tutor. 
Students had full editable rights to all wiki pages and could 
add comments freely. Over the 12 weeks the wiki gained 
a momentum of its own, becoming a discussion forum for 
all things educational and a surrogate social networking site 
with jokes, images and academic references posted together. 
Students also used it to peer review each others’ tutorials 
and when asked to give feedback on their experience of the 
module, provided their comments on the wiki.
The Technology – an M P3
Within 2 weeks of each milestone submission, generic 
feedback for the group was posted on the wiki. In addition, 
each student received individual feedback and a grade by 
means of a recorded audio MP3 file. The feedback was 
recorded by the tutor on a hand held digital recorder (Olympus 
DG) and emailed to each student individually. On average the 
feedback lasted between 4 and 8 minutes. Scripts were read 
once then re-read, as the audio file was recorded in real time. 
The only operational difficulty was the amount of time taken 
to email the MP3 files. The ideal solution would be to post 
password-protected files onto the wiki. 
The Student Experience
I think the audio feedback has been really useful. It’s given •	
me valuable insight into the reasoning behind a grade and 
true, honest feedback about my work. I feel it has given 
constructive and critical (in a positive way) feedback, which 
is severely lacking on some written reports. It would be useful 
to have a written copy of the feedback – purely because I 
have a bad habit of deleting my emails without checking 
which can wipe all my feedback if I’m not careful – however, 
for the purpose of continual feedback on sections of the work 
I think it has been good. The best part of the module has 
been the way it has been divided up into sections – it has 
meant that time management has been easier
I agree with the above comments, particularly about the •	
level of feedback received orally. It has allowed for more 
constructive feedback to be given than in a few lines on 
a sheet of paper, which has been the case on more times 
than I can mention. It took a bit of getting use to, but after 
Electronic Vot ing Systems 
basic agree/disagree question and 
answer, to broader questions which 
could require small group discussions. 
Students are making judgements based 
on their subject knowledge and their 
interpretation of the case study material. 
Simple cases are easier to analyse 
while more detailed ones require higher 
level skills and knowledge application, 
applying theory to a practical scenario.
Background
Draper et al. (2002) stated that possibly 
the most productive application of this 
equipment, and the one with the largest 
body of existing research to support 
it, is in using the equipment to initiate 
discussion. A carefully chosen question 
is displayed and the students register an 
answer, thus privately committing to a 
definite opinion. The lecturer however, 
does not immediately indicate the “right” 
answer but directs the class to discuss 
Since January 2008, any staff member at the University of Surrey can request to use 
a radio frequency EVS in their teaching. This article looks at the research done on the 
system and gives a brief introduction to the topic and the pedagogic background of 
the research. It discusses the essential features of the method, and reports on initial 
findings and the further research that is being carried out.
Software and Hardware 
The system uses Turning Point and Microsoft PowerPoint software, and associated 
hardware. The university holds approximately 2000 handsets (or keypads) of which 
1850 are now available for students to borrow on an individual basis from the 
library. Students borrow the handsets on a semester-long loan.
The software is loaded onto lecturers’ laptops or onto network computers in teaching 
rooms. The lecturer has a “dongle” which they plug into the computer they are 
using for the session. The keypad allows the students to vote or record their answers 
which are in turn displayed on the screen through the system, and the dongle allows 
the system to work on the computer. The lecturer posts the questions or discussion 
topics using Turning Point. This is linked to Microsoft PowerPoint, which displays the 
questions and responses onto the screen in the lecture room.
The application is used by a number of colleagues teaching modules in the School 
of Management. Here we look at the application used by two members of teaching 
staff on the Travel Catering Module, taught to post-graduate students. This is 
multicultural group of 30 students. The system has a range of applications from a 
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passed on to me than what can be written in the small ‘Marking Tutors Comments’ 
box on the assignment record forms. The portfolio structure of the module made the 
work very interesting for me personally and I enjoyed doing the work, which is a 
rare thing for a student to say, I reckon, so thanks!
As well as the use of milestones the audio feedback has been great!! It has been •	
really helpful to receive such brilliant and helpful feedback not only in areas where 
we have gone wrong and need extra information but also where were actually 
going right, as well to give us a better idea of what we need to be doing and 
it’s always nice to hear when you’ve actually done something good in work that 
you’ve spent hours and endless nights of no sleep over!
The Resul t
Increasingly students are reliant on technological devices. The web provides 
their research forum while social networking and mobiles provide their means of 
communication and social interaction. For modern academics to survive in the 21st 
century and not become a quaint 
anachronism they require a new set 
of tools, one that complements their 
teaching, while not dominating or 
detracting from it. 
A wiki and a small MP3 recorder are 
relatively simple and easy devices to use 
and, as the students’ comments indicate, 
they were extremely successful in their 
implementation. The students considered 
the audio feedback in milestones to be 
constructive, directed yet personal and 
individual to them. Several commented 
on how it helped with their time 
management. Some even intimated that 
the milestone structure of the module and 
feedback inspired them to work harder 
and research more. 
At the end of the day, what more can a 
tutor ask?
References are available at:  
www.heacademy.ac.uk/hlst/resources/
publications
The original source of this thought-provoking statement remains 
unknown, unfortunately. It is taken from a presentation used in a 
management course and is a powerful statement which conveys 
the two-way character of feedback. Feedback is not only the 
evaluation of an individual’s work but has the power to enhance 
the learning experience: it can be extremely motivational 
and can encourage self esteem (Nicol & Macfarlane-Dick, 
2004). Conversely, when handled insensitively poor quality 
feedback can cause great embarrassment and has the power to 
jeopardise a student’s progress (Young, 2000). 
In most institutions the majority of feedback is probably given 
in a formal context and takes the form of a written report. This 
may be followed by a consultation in which tutor and student 
discuss the implications of the comments that have been made. 
All too often however, time is pressing, other deadlines impinge 
and the feedback is not acted upon. It then loses its relevance. 
Feedback on assignments completed towards the end of a 
semester rarely receives the time and attention it deserves from 
either tutor or student.
This article provides an overview of the student experience of 
an integrated approach to feedback aimed at counteracting 
the age-old problem of feedback lethargy. A final year module 
combined a web-based wiki, MP3 audio feedback and a 
milestone approach.
The Task
Fifteen final year students took part in an “Environmental 
Education” module in which they were asked to produce 
individually an educational resource portfolio for a chosen age 
group. The portfolio was submitted in four stages or “milestones” 
a few weeks apart. The final milestone, worth 20% of the overall 
grade, was a “catch-up” week in which students were given 
the opportunity to act upon the feedback and amend previous 
sections in order to re-submit their work in its entirety. This 
provided them with the opportunity to increase their overall grade.
Milestone 1 (20%) – academic justification of educational 
theory
Milestone 2 (40%) – main Portfolio and Learning Plans
Milestone 3 (10%) – supporting Documentation
Milestone 4 (20%) – students were given the opportunity to 
act upon feedback from previous milestones and re-submit the 
amended work
Participation (10%) – tutorials/ wiki input
“Feedback Should Be Given 
And Received As A Gi f t”  
New Tools to Work with  
an Old Problem
The Technology – a wik i
The editable website or “wiki” was created at the beginning 
of the semester with the minimum of structure from the tutor. 
Students had full editable rights to all wiki pages and could 
add comments freely. Over the 12 weeks the wiki gained 
a momentum of its own, becoming a discussion forum for 
all things educational and a surrogate social networking site 
with jokes, images and academic references posted together. 
Students also used it to peer review each others’ tutorials 
and when asked to give feedback on their experience of the 
module, provided their comments on the wiki.
The Technology – an M P3
Within 2 weeks of each milestone submission, generic 
feedback for the group was posted on the wiki. In addition, 
each student received individual feedback and a grade by 
means of a recorded audio MP3 file. The feedback was 
recorded by the tutor on a hand held digital recorder (Olympus 
DG) and emailed to each student individually. On average the 
feedback lasted between 4 and 8 minutes. Scripts were read 
once then re-read, as the audio file was recorded in real time. 
The only operational difficulty was the amount of time taken 
to email the MP3 files. The ideal solution would be to post 
password-protected files onto the wiki. 
The Student Experience
I think the audio feedback has been really useful. It’s given •	
me valuable insight into the reasoning behind a grade and 
true, honest feedback about my work. I feel it has given 
constructive and critical (in a positive way) feedback, which 
is severely lacking on some written reports. It would be useful 
to have a written copy of the feedback – purely because I 
have a bad habit of deleting my emails without checking 
which can wipe all my feedback if I’m not careful – however, 
for the purpose of continual feedback on sections of the work 
I think it has been good. The best part of the module has 
been the way it has been divided up into sections – it has 
meant that time management has been easier
I agree with the above comments, particularly about the •	
level of feedback received orally. It has allowed for more 
constructive feedback to be given than in a few lines on 
a sheet of paper, which has been the case on more times 
than I can mention. It took a bit of getting use to, but after 
Electronic Vot ing Systems 
basic agree/disagree question and 
answer, to broader questions which 
could require small group discussions. 
Students are making judgements based 
on their subject knowledge and their 
interpretation of the case study material. 
Simple cases are easier to analyse 
while more detailed ones require higher 
level skills and knowledge application, 
applying theory to a practical scenario.
Background
Draper et al. (2002) stated that possibly 
the most productive application of this 
equipment, and the one with the largest 
body of existing research to support 
it, is in using the equipment to initiate 
discussion. A carefully chosen question 
is displayed and the students register an 
answer, thus privately committing to a 
definite opinion. The lecturer however, 
does not immediately indicate the “right” 
answer but directs the class to discuss 
Since January 2008, any staff member at the University of Surrey can request to use 
a radio frequency EVS in their teaching. This article looks at the research done on the 
system and gives a brief introduction to the topic and the pedagogic background of 
the research. It discusses the essential features of the method, and reports on initial 
findings and the further research that is being carried out.
Software and Hardware 
The system uses Turning Point and Microsoft PowerPoint software, and associated 
hardware. The university holds approximately 2000 handsets (or keypads) of which 
1850 are now available for students to borrow on an individual basis from the 
library. Students borrow the handsets on a semester-long loan.
The software is loaded onto lecturers’ laptops or onto network computers in teaching 
rooms. The lecturer has a “dongle” which they plug into the computer they are 
using for the session. The keypad allows the students to vote or record their answers 
which are in turn displayed on the screen through the system, and the dongle allows 
the system to work on the computer. The lecturer posts the questions or discussion 
topics using Turning Point. This is linked to Microsoft PowerPoint, which displays the 
questions and responses onto the screen in the lecture room.
The application is used by a number of colleagues teaching modules in the School 
of Management. Here we look at the application used by two members of teaching 
staff on the Travel Catering Module, taught to post-graduate students. This is 
multicultural group of 30 students. The system has a range of applications from a 
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Evaluat ion and 
Further Research 
We identified possible weaknesses with 
using EVS as follow:
it may have a negative effect on •	
the students if they see themselves 
performing badly through giving the 
wrong answers, making comparisons 
with the results overall
it is a mistake to not allow students •	
sufficient thinking time before they 
answer
tutors sometimes to not give enough •	
detailed explanation and discussion 
following the vote
there is occasionally too much focus •	
on the technology and not on the 
content and the teaching
It is essential never to allow the 
equipment to become the point around 
which the occasion is organised. It 
is important to note that tutors should 
make a deliberate alignment between 
the planned learning activities and the 
learning outcomes, and that there is a 
conscious effort to provide the students with a clearly specified goal, a well designed 
learning activity or activities that are appropriate to the task, and that there are well 
designed assessment criteria which also provide feedback for the student. 
Preliminary comments were obtained from students in discussions with lecturers before 
and after they had used EVS. Among the thoughts expressed were: 
using handsets is fun and breaks up the lecture•	
it makes lectures more interactive/interesting and involves the whole class •	
I like contributing my opinion to the lecture and it lets me see what others think •	
about it too 
Disadvantages expressed or identified were: 
can distract from the learning point entirely•	
sometimes it is not clear what I am supposed to be voting for•	
the main focus of lecture seems to be on handset use and not on course content•	
The research will proceed as use of the system continues and there will be evaluation 
both during and at the end of the module. There will be a review of the experience 
as a whole, discussing how it might be justified and what in fact it has turned out 
to be useful for. The lecturers will consider whether the rationale for using the system 
has been achieved through discussion and an evaluation questionnaire. The student 
experience will be researched by a questionnaire during the module, and a discussion 
and questionnaire when the module is completed. Initial evaluation supports the idea 
that students welcome the activity, and feel that this mode of lecturing promotes both 
their interest in and understanding of the subject material. 
References are available at: www.heacademy.ac.uk/hlst/resources/publications
their answers with each other. Having to produce explanations 
and reasons is powerfully and conducive to learning, one reason 
lecturers make their students write essays and answer questions. 
The equipment can be a significant help in starting discussion, 
even in large classes. This method of teaching by questions 
has been widely used and researched, although mostly without 
electronic aids (Hake, 1998a, 1998b). 
Draper (2000) put forward the following pedagogical benefits 
and aims of EVS. He states that EVS “engages” the students 
and not only wakes and cheers them up, but gets their minds 
working on the subject matter, and so prompts learning. For 
example, he uses brain teasers to initiate discussion (because 
generating arguments for and against alternative answers is a 
powerful promoter of learning). 
Draper recognised from the outset that there are powerful 
benefits of the EVS, not just for students but also for lecturers. 
Both require feedback, and both do much better if that feedback 
is fast and frequent, every few minutes rather than once a year. 
So the other great benefit of using EVS is the feedback it gives 
to the lecturer (whether it is collected as data similar to normal 
course feedback) or more immediate. Draper presented specifics 
which allow for simple questions to check understanding, calling 
them “SAQs” (self-assessment questions), which give “formative 
feedback” to both students and tutor. This enables the tutor to use 
responses to steer the direction the lecture takes. Using responses 
(such as the proportion who got the answer ‘right’) to switch 
what is done next constitutes what Wood et al. (1978) called 
“contingent teaching”: flexibility, adapting how the time is spent 
rather than sticking to a rigid plan that pays no attention to how 
this particular audience is responding. 
By looking at our teaching practices, we can identify the 
weakest points, and try to discover how technology could 
address these.
Preparat ion and Tra in ing 
The lecturers attended a 2½ hour course that explored use of 
the electronic voting system (EVS). The course was a blend of 
presentation, discussion and hands-on activity including: 
using the electronic handsets and understanding the student •	
experience 
How EVS can support active learning and engagement •	
within medium and large group contexts 
models of practice and case studies from a range of  •	
subject areas 
creating questions using the EVS software within PowerPoint •	
practical guidance for running sessions•	
Before the session the lecturers compiled questions or topics 
that need to be answered or discussed by the students. 
The students were prepared by being given a demonstration of 
the use of the equipment and an overview of its application. 
They were already quite familiar with its use as it was used on 
other modules elsewhere in the university.
Students are issued a case study in the week before the 
session, based on the topic of the lecture. The lecture is divided 
up into chunks that typically comprise:
a brief review of the case study•	
a conceptual (multiple choice) question to the class •	
thinking time and individual response •	
an optional group discussion and re-poll•	
a review and explanation (whose length is dependent on the •	
response profile). 
This format presupposes that the students have understood the 
topics in the lecture and applied that understanding through 
analysis of the case study. 
The outcome of the lecturer-led discussion – an “answer” or 
consensus – is arrived at and agreed as a possible outcome 
of the material presented in the case. Solutions, actions 
and decisions are made as appropriate as a result of the 
discussion. The questions and discussion points are revisited, 
and students are again asked to vote. Based on these results 
the students are asked to discuss the reasons why they changed 
their first vote, if that is the case.
Example Quest ions
Is the company’s strategy clear?
Answer
Yes
No
Don’t know.
Would they need to change it?
Yes 
No 
Don’t know
What would they need to change?
Policy or strategy
Which part / parts of their operations with various options 
listed?
Don’t know
Students vote again and the choices can be ranked in 
importance, based on the response data.
Workin’  Progress
Introduct ion
The BA (Hons) Sports Development course at Leeds Met 
features a strong employability focus for students. Modules 
at all three levels of undergraduate study offer students the 
opportunity to engage with partners in the community in order 
to develop their knowledge, skills and understanding of real 
world sports development.
Employabi l i ty  and the 
Course
All course team members are former industry practitioners and 
this is, in part, what led to the emphasis on employability. 
The working knowledge of what is needed to be a sports 
development professional is further enhanced and updated by 
the course leader’s role within the SkillsActive steering group 
which produced the National Occupational Standards for the 
profession in 2005. So the course is in a strong position to 
deliver a vocationally relevant curriculum while maintaining the 
academic credibility of the programme.
How is  i t  Done?
Before examining in detail the module that is the main 
focus of this article, we give a synopsis of the programme’s 
employability focused modules to provide an insight into 
the external engagement which prepares students for this 
substantial undertaking. All of these experiences are mapped to 
applicable National Occupational Standards.
Lee Tucker and Stephen 
Robson, Leeds Metropolitan 
University
www.heacademy.ac.uk/hlst10 11
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We identified possible weaknesses with 
using EVS as follow:
it may have a negative effect on •	
the students if they see themselves 
performing badly through giving the 
wrong answers, making comparisons 
with the results overall
it is a mistake to not allow students •	
sufficient thinking time before they 
answer
tutors sometimes to not give enough •	
detailed explanation and discussion 
following the vote
there is occasionally too much focus •	
on the technology and not on the 
content and the teaching
It is essential never to allow the 
equipment to become the point around 
which the occasion is organised. It 
is important to note that tutors should 
make a deliberate alignment between 
the planned learning activities and the 
learning outcomes, and that there is a 
conscious effort to provide the students with a clearly specified goal, a well designed 
learning activity or activities that are appropriate to the task, and that there are well 
designed assessment criteria which also provide feedback for the student. 
Preliminary comments were obtained from students in discussions with lecturers before 
and after they had used EVS. Among the thoughts expressed were: 
using handsets is fun and breaks up the lecture•	
it makes lectures more interactive/interesting and involves the whole class •	
I like contributing my opinion to the lecture and it lets me see what others think •	
about it too 
Disadvantages expressed or identified were: 
can distract from the learning point entirely•	
sometimes it is not clear what I am supposed to be voting for•	
the main focus of lecture seems to be on handset use and not on course content•	
The research will proceed as use of the system continues and there will be evaluation 
both during and at the end of the module. There will be a review of the experience 
as a whole, discussing how it might be justified and what in fact it has turned out 
to be useful for. The lecturers will consider whether the rationale for using the system 
has been achieved through discussion and an evaluation questionnaire. The student 
experience will be researched by a questionnaire during the module, and a discussion 
and questionnaire when the module is completed. Initial evaluation supports the idea 
that students welcome the activity, and feel that this mode of lecturing promotes both 
their interest in and understanding of the subject material. 
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their answers with each other. Having to produce explanations 
and reasons is powerfully and conducive to learning, one reason 
lecturers make their students write essays and answer questions. 
The equipment can be a significant help in starting discussion, 
even in large classes. This method of teaching by questions 
has been widely used and researched, although mostly without 
electronic aids (Hake, 1998a, 1998b). 
Draper (2000) put forward the following pedagogical benefits 
and aims of EVS. He states that EVS “engages” the students 
and not only wakes and cheers them up, but gets their minds 
working on the subject matter, and so prompts learning. For 
example, he uses brain teasers to initiate discussion (because 
generating arguments for and against alternative answers is a 
powerful promoter of learning). 
Draper recognised from the outset that there are powerful 
benefits of the EVS, not just for students but also for lecturers. 
Both require feedback, and both do much better if that feedback 
is fast and frequent, every few minutes rather than once a year. 
So the other great benefit of using EVS is the feedback it gives 
to the lecturer (whether it is collected as data similar to normal 
course feedback) or more immediate. Draper presented specifics 
which allow for simple questions to check understanding, calling 
them “SAQs” (self-assessment questions), which give “formative 
feedback” to both students and tutor. This enables the tutor to use 
responses to steer the direction the lecture takes. Using responses 
(such as the proportion who got the answer ‘right’) to switch 
what is done next constitutes what Wood et al. (1978) called 
“contingent teaching”: flexibility, adapting how the time is spent 
rather than sticking to a rigid plan that pays no attention to how 
this particular audience is responding. 
By looking at our teaching practices, we can identify the 
weakest points, and try to discover how technology could 
address these.
Preparat ion and Tra in ing 
The lecturers attended a 2½ hour course that explored use of 
the electronic voting system (EVS). The course was a blend of 
presentation, discussion and hands-on activity including: 
using the electronic handsets and understanding the student •	
experience 
How EVS can support active learning and engagement •	
within medium and large group contexts 
models of practice and case studies from a range of  •	
subject areas 
creating questions using the EVS software within PowerPoint •	
practical guidance for running sessions•	
Before the session the lecturers compiled questions or topics 
that need to be answered or discussed by the students. 
The students were prepared by being given a demonstration of 
the use of the equipment and an overview of its application. 
They were already quite familiar with its use as it was used on 
other modules elsewhere in the university.
Students are issued a case study in the week before the 
session, based on the topic of the lecture. The lecture is divided 
up into chunks that typically comprise:
a brief review of the case study•	
a conceptual (multiple choice) question to the class •	
thinking time and individual response •	
an optional group discussion and re-poll•	
a review and explanation (whose length is dependent on the •	
response profile). 
This format presupposes that the students have understood the 
topics in the lecture and applied that understanding through 
analysis of the case study. 
The outcome of the lecturer-led discussion – an “answer” or 
consensus – is arrived at and agreed as a possible outcome 
of the material presented in the case. Solutions, actions 
and decisions are made as appropriate as a result of the 
discussion. The questions and discussion points are revisited, 
and students are again asked to vote. Based on these results 
the students are asked to discuss the reasons why they changed 
their first vote, if that is the case.
Example Quest ions
Is the company’s strategy clear?
Answer
Yes
No
Don’t know.
Would they need to change it?
Yes 
No 
Don’t know
What would they need to change?
Policy or strategy
Which part / parts of their operations with various options 
listed?
Don’t know
Students vote again and the choices can be ranked in 
importance, based on the response data.
Workin’  Progress
Introduct ion
The BA (Hons) Sports Development course at Leeds Met 
features a strong employability focus for students. Modules 
at all three levels of undergraduate study offer students the 
opportunity to engage with partners in the community in order 
to develop their knowledge, skills and understanding of real 
world sports development.
Employabi l i ty  and the 
Course
All course team members are former industry practitioners and 
this is, in part, what led to the emphasis on employability. 
The working knowledge of what is needed to be a sports 
development professional is further enhanced and updated by 
the course leader’s role within the SkillsActive steering group 
which produced the National Occupational Standards for the 
profession in 2005. So the course is in a strong position to 
deliver a vocationally relevant curriculum while maintaining the 
academic credibility of the programme.
How is  i t  Done?
Before examining in detail the module that is the main 
focus of this article, we give a synopsis of the programme’s 
employability focused modules to provide an insight into 
the external engagement which prepares students for this 
substantial undertaking. All of these experiences are mapped to 
applicable National Occupational Standards.
Lee Tucker and Stephen 
Robson, Leeds Metropolitan 
University
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Synopsis of  programme’s 
employabi l i ty  focused modules
Community Based Learning
This module includes a ‘mini work experience’ 
that gives students the opportunity to enter the 
workplace and apply their developing skills into 
their chosen organisation. 
Commitment for students – 10 hours of 
attendance at a chosen organisation. A reflective 
report on the experience is completed on return 
to university.
Commitment for external partners – 
Provide opportunity and mentoring for student for 
the 10 hours of their placement.
Benefits for students – Observing good 
practice in relevant professions and learning  
from professionals.
Benefits for external partners – A useful 
addition (we hope) to the team at no financial 
cost. From a long-term perspective it is also 
a useful opportunity to observe the student’s 
performance, with the prospect of a more 
longitudinal relationship being developed if it suits 
both parties.
Work Experience
Building upon the Community Based Learning 
module, this module incorporates a more 
extensive work placement.
Commitment for students – Students 
negotiate their own placements and complete a 
learning agreement containing mutually agreed 
learning outcomes. 90 hours of contact with the 
organisation is expected.
Commitment for external partners – 
Employers are asked to agree appropriate learning 
outcomes with the student and provide appropriate 
space, mentoring and feedback over a 90-hour 
contact period (usually in a 3-week block).
Benefits for students – A more in depth 
participation in the organisation than in first year. It 
is expected that more responsibility will be afforded 
to students to fulfil the agreed learning outcomes.
Benefits for external partners – A more 
experienced student will hopefully add value to 
the organisation. This should be a reciprocal 
relationship as students should be contributing 
to organisational goals through their ideas and 
actions. The student may also have an enhanced 
understanding of the organisation if the work 
placement follows an earlier Community Based 
Learning experience.
Event Management
This module offers students an opportunity to take 
ownership of a significant special event. Events 
vary across the sporting spectrum, and whilst 
some are devised ‘from scratch’ by students, 
others are specified by partner organisations.
Commitment for students – Students 
conduct and document the entire planning 
process (eg risk assessment) before being 
responsible for the delivery of the event. An event 
evaluation must also be completed.
Commitment for external partners – 
There is a flexible commitment for employers in 
this module depending on what is agreed. The 
students need to own the event and its outcomes 
but employers can often gain additional benefits 
by acting in a consultancy capacity.
Benefits for students – The module provides 
an intensive learning experience, exposing 
students to many of the realities of delivering 
professional projects and events.
Benefits for external partners – Profile in 
the community, potential event managers for the 
future, income generation, publicity of services 
and facilities are some of the benefits that can be 
gained from this module. As stated, the flexibility of 
the module offers great scope for potential partners.
This means that the students develop a good appreciation of the type and quality of 
work that is expected of them when working in the community, in addition to creating 
working relationships that may be useful when turning their attention to the Major 
Independent Study in Year 3.
Major Independent Study (M IS)
The MIS is equivalent to three modules (45 credits) and has traditionally been offered 
in the form of a dissertation. However, for the academic year 2008-09, the sports 
development course team created two new pathways which embrace different 
learning styles and offer opportunities for advanced skill development and networking, 
while retaining the level of challenge expected of a final year undergraduate. These 
two options are the work based inquiry and the team project.
that details an overarching rationale for the WBI as well as 
some more specific aims and objectives. This also includes 
an identification of the support and resources to be offered 
to the student. The proforma is circulated to students who, if 
interested, are encouraged to make contact with the partner to 
discuss it further. If multiple expressions of interest are received 
a selection process is conducted. Once an agreement has 
been made between the successful student and the partner the 
tutor is notified, and this becomes the student’s official MIS. The 
student submits a MIS proposal which is subject to the same 
ethical clearance and other quality assurance procedures as 
the dissertation pathway.
Stage 2 (the process): once this is underway, the student 
assumes the independent learner role expected of all MIS 
candidates. They collect data using a robust methodology 
in order to establish an in-depth picture of the issue being 
investigated. They meet regularly with their organisational 
contact for progress updates and they will also meet their 
university tutor biweekly to receive academic support.
Stage 3 (the assessment): the assessment is a 9,000 to 
10,000 word report with detachable elements to be compiled 
into a report for the external partner. The full version includes an 
academic justification for the study, methodology section and 
supporting literature that meet the required academic integrity 
of a piece of work for this level of study. The detachable 
version does not require this academic information but instead 
is an accessible document for the organisation to use in future 
practice. A key aspect of this is the recommendations section, 
which is intended to give the organisation a prescription for 
future action in the area of concern. 
Team Project
The team project originates from a now-defunct, 15-credit 
module. The quality of work produced by students on this 
Smart  Assessment 
– Learner Centred 
Feedback
Earle Abrahamson, Middlesex University
This article sets out to explore, present and discuss the 
challenge of using smart targets and questioning skills in 
feedback to learners, as a vehicle for improving grades. An 
overview for improving feedback to learners is presented, 
coupled with an exploratory analysis on improving learner skills 
and grade attainment.
module was acclaimed by all stakeholders, including sports 
development professionals. Many students expended an 
inordinate amount of time and effort on the module, which 
ran concurrently with the dissertation. The only complaint from 
most students regarding the module was that it took over their 
lives and became more important to them than the 45-credit 
dissertation. It was partly for this reason that it was deemed to 
be a viable pathway for students to pursue for the MIS. Similar 
to the WBI, the team project works in three stages: agreement, 
process and assessment.
The team project involves creating a sustainable legacy to be 
passed on to incoming project leaders, either from the host 
organisation or from other stakeholders in the community, and this 
is what makes it different from the WBI. The level of challenge 
is again agreed by the three principal partners (student team, 
partner and tutor). The assessment of this is through a handover 
event incorporating key stakeholders, in addition to which the 
team gives a presentation to the tutor, outlining and critiquing the 
individual roles taken during the project.
Update
The academic year 2008-09 saw our first wave of students 
complete the WBI and, despite commonplace teething 
difficulties, the experience has given the course team the 
knowledge and confidence to develop this pathway further. 
The team project pathway runs for the first time in the academic 
year 2009-10, with six projects confirmed with external 
partners, including a national governing body and local school 
sport partnerships. This pathway has had a longer lead time 
than the WBI, allowing academic staff and students more 
time to prepare for the challenges ahead. The opportunity for 
students to engage in sustainable sports development work 
should not be underestimated in terms of its contribution to their 
individual development and that of the workforce.
Work Based 
Inquiry (WBI)
The WBI offers individual students the 
opportunity to work alongside a selected 
external partner in a research-focused, 
consultative capacity on an issue agreed 
between the student, the partner and 
the academic tutor. The WBI consists of 
three stages:
Stage 1 (the agreement): the first step 
is for the external partner (previously 
identified via contact made by the 
course team) to complete a proforma 
Education is left, after all that has been learned has  
been forgotten
Albert Einstein
One of the central concerns of lecturers in higher education 
is whether they are assessing the right thing when using an 
assessment method or strategy. Assessment and corresponding 
feedback is a multifaceted dimension that requires 
understanding, analysis, and review. Assessment is a process 
that evolves with time, and takes time to master and perfect. 
It is difficult to do justice to this large and often misunderstood 
area of lecturing in such a short article, but it is important to 
outline the key tenets of assessment and feedback, and provide 
a framework for critical review and development.
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Synopsis of  programme’s 
employabi l i ty  focused modules
Community Based Learning
This module includes a ‘mini work experience’ 
that gives students the opportunity to enter the 
workplace and apply their developing skills into 
their chosen organisation. 
Commitment for students – 10 hours of 
attendance at a chosen organisation. A reflective 
report on the experience is completed on return 
to university.
Commitment for external partners – 
Provide opportunity and mentoring for student for 
the 10 hours of their placement.
Benefits for students – Observing good 
practice in relevant professions and learning  
from professionals.
Benefits for external partners – A useful 
addition (we hope) to the team at no financial 
cost. From a long-term perspective it is also 
a useful opportunity to observe the student’s 
performance, with the prospect of a more 
longitudinal relationship being developed if it suits 
both parties.
Work Experience
Building upon the Community Based Learning 
module, this module incorporates a more 
extensive work placement.
Commitment for students – Students 
negotiate their own placements and complete a 
learning agreement containing mutually agreed 
learning outcomes. 90 hours of contact with the 
organisation is expected.
Commitment for external partners – 
Employers are asked to agree appropriate learning 
outcomes with the student and provide appropriate 
space, mentoring and feedback over a 90-hour 
contact period (usually in a 3-week block).
Benefits for students – A more in depth 
participation in the organisation than in first year. It 
is expected that more responsibility will be afforded 
to students to fulfil the agreed learning outcomes.
Benefits for external partners – A more 
experienced student will hopefully add value to 
the organisation. This should be a reciprocal 
relationship as students should be contributing 
to organisational goals through their ideas and 
actions. The student may also have an enhanced 
understanding of the organisation if the work 
placement follows an earlier Community Based 
Learning experience.
Event Management
This module offers students an opportunity to take 
ownership of a significant special event. Events 
vary across the sporting spectrum, and whilst 
some are devised ‘from scratch’ by students, 
others are specified by partner organisations.
Commitment for students – Students 
conduct and document the entire planning 
process (eg risk assessment) before being 
responsible for the delivery of the event. An event 
evaluation must also be completed.
Commitment for external partners – 
There is a flexible commitment for employers in 
this module depending on what is agreed. The 
students need to own the event and its outcomes 
but employers can often gain additional benefits 
by acting in a consultancy capacity.
Benefits for students – The module provides 
an intensive learning experience, exposing 
students to many of the realities of delivering 
professional projects and events.
Benefits for external partners – Profile in 
the community, potential event managers for the 
future, income generation, publicity of services 
and facilities are some of the benefits that can be 
gained from this module. As stated, the flexibility of 
the module offers great scope for potential partners.
This means that the students develop a good appreciation of the type and quality of 
work that is expected of them when working in the community, in addition to creating 
working relationships that may be useful when turning their attention to the Major 
Independent Study in Year 3.
Major Independent Study (M IS)
The MIS is equivalent to three modules (45 credits) and has traditionally been offered 
in the form of a dissertation. However, for the academic year 2008-09, the sports 
development course team created two new pathways which embrace different 
learning styles and offer opportunities for advanced skill development and networking, 
while retaining the level of challenge expected of a final year undergraduate. These 
two options are the work based inquiry and the team project.
that details an overarching rationale for the WBI as well as 
some more specific aims and objectives. This also includes 
an identification of the support and resources to be offered 
to the student. The proforma is circulated to students who, if 
interested, are encouraged to make contact with the partner to 
discuss it further. If multiple expressions of interest are received 
a selection process is conducted. Once an agreement has 
been made between the successful student and the partner the 
tutor is notified, and this becomes the student’s official MIS. The 
student submits a MIS proposal which is subject to the same 
ethical clearance and other quality assurance procedures as 
the dissertation pathway.
Stage 2 (the process): once this is underway, the student 
assumes the independent learner role expected of all MIS 
candidates. They collect data using a robust methodology 
in order to establish an in-depth picture of the issue being 
investigated. They meet regularly with their organisational 
contact for progress updates and they will also meet their 
university tutor biweekly to receive academic support.
Stage 3 (the assessment): the assessment is a 9,000 to 
10,000 word report with detachable elements to be compiled 
into a report for the external partner. The full version includes an 
academic justification for the study, methodology section and 
supporting literature that meet the required academic integrity 
of a piece of work for this level of study. The detachable 
version does not require this academic information but instead 
is an accessible document for the organisation to use in future 
practice. A key aspect of this is the recommendations section, 
which is intended to give the organisation a prescription for 
future action in the area of concern. 
Team Project
The team project originates from a now-defunct, 15-credit 
module. The quality of work produced by students on this 
Smart  Assessment 
– Learner Centred 
Feedback
Earle Abrahamson, Middlesex University
This article sets out to explore, present and discuss the 
challenge of using smart targets and questioning skills in 
feedback to learners, as a vehicle for improving grades. An 
overview for improving feedback to learners is presented, 
coupled with an exploratory analysis on improving learner skills 
and grade attainment.
module was acclaimed by all stakeholders, including sports 
development professionals. Many students expended an 
inordinate amount of time and effort on the module, which 
ran concurrently with the dissertation. The only complaint from 
most students regarding the module was that it took over their 
lives and became more important to them than the 45-credit 
dissertation. It was partly for this reason that it was deemed to 
be a viable pathway for students to pursue for the MIS. Similar 
to the WBI, the team project works in three stages: agreement, 
process and assessment.
The team project involves creating a sustainable legacy to be 
passed on to incoming project leaders, either from the host 
organisation or from other stakeholders in the community, and this 
is what makes it different from the WBI. The level of challenge 
is again agreed by the three principal partners (student team, 
partner and tutor). The assessment of this is through a handover 
event incorporating key stakeholders, in addition to which the 
team gives a presentation to the tutor, outlining and critiquing the 
individual roles taken during the project.
Update
The academic year 2008-09 saw our first wave of students 
complete the WBI and, despite commonplace teething 
difficulties, the experience has given the course team the 
knowledge and confidence to develop this pathway further. 
The team project pathway runs for the first time in the academic 
year 2009-10, with six projects confirmed with external 
partners, including a national governing body and local school 
sport partnerships. This pathway has had a longer lead time 
than the WBI, allowing academic staff and students more 
time to prepare for the challenges ahead. The opportunity for 
students to engage in sustainable sports development work 
should not be underestimated in terms of its contribution to their 
individual development and that of the workforce.
Work Based 
Inquiry (WBI)
The WBI offers individual students the 
opportunity to work alongside a selected 
external partner in a research-focused, 
consultative capacity on an issue agreed 
between the student, the partner and 
the academic tutor. The WBI consists of 
three stages:
Stage 1 (the agreement): the first step 
is for the external partner (previously 
identified via contact made by the 
course team) to complete a proforma 
Education is left, after all that has been learned has  
been forgotten
Albert Einstein
One of the central concerns of lecturers in higher education 
is whether they are assessing the right thing when using an 
assessment method or strategy. Assessment and corresponding 
feedback is a multifaceted dimension that requires 
understanding, analysis, and review. Assessment is a process 
that evolves with time, and takes time to master and perfect. 
It is difficult to do justice to this large and often misunderstood 
area of lecturing in such a short article, but it is important to 
outline the key tenets of assessment and feedback, and provide 
a framework for critical review and development.
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for learners. Recently I came across the following feedback 
comment on a coursework submission for a clinical module in 
sports rehabilitation. The lecturer possibly viewed the work as 
not having met the required standard, and passed comment 
thus: “Your work needs improving; you simply must put in more 
effort to achieve the standards required for this programme”.
The above is a classic example of destructive feedback 
which could affect attainment. As a scientist and researcher 
I use the reductionist approach in understanding the basics 
of phenomena. The key ideal behind reductionist theory is 
to reduce concepts to basic elements, but not to destroy 
the concept being reduced: respectful reductionism is a 
useful framework for deciding on mechanisms of action and 
operation. Applying this methodology to the lecturer’s comment 
on not meeting required standards, I would advise that it is 
useful to relate feedback to specific criteria and skills that in 
turn could be used to direct learning towards improvement and 
ultimately attainment of better grades. Learning outcomes, if 
assessed correctly, provide learners with important information 
about their skill and performance abilities. Simply stating that 
a learner will be able to understand a specific topic or sub-
topic, in no way defines the cardinal knowledge required 
for understanding, or evolves the learning to a specific and 
directed framework. In providing feedback to learners, a 
secondary process develops, whereby the assessment of 
learners’ work is redirected to the learner for assessment of 
comment and improvement. In essence it is this process that 
provides the assessor with critical awareness of how the 
feedback affects the learner and the learning process. In 
response to learners asking questions regarding feedback 
comments, the assessor is forced to justify and rationalise the 
logic of the comment. This may create a state of cognitive 
dissonance and possible embarrassment when justification 
becomes unjustified.
There are two significant parallel processes embedded into the 
feedback loop. One is directed feedback, a process whereby 
specific remedial comments and actions are identified and 
channelled into strategies for improvement. The second is the 
process of directing feedback, and a more critical awareness 
of the content specific feedback. It is this process of directing 
feedback that often creates dichotomies of learning and 
application. Often, assessors fail to realise the end point of 
their feedback which in turns becomes a circular process of 
justification (Abrahamson, 2007).
There is a plethora of evidence-based research that has 
effectively examined the thinking behind assessment and related 
significant changes in grade attainment through analysis of 
effect sizes (William & Black, as cited in Petty 2004).
If in education we attempt to channel knowledge and provide 
guidance to learners, how does effective feedback and smart 
goal planning facilitate the attainment of better grades?
Assessment measures the breadth and depth of learning. It 
has been criticised as being inaccurate and unreliable, and 
for distorting both teaching and the curriculum. It is also true 
that assessment results are notoriously poor at predicting future 
performance (Petty, 2004) but, as yet, society and lecturers 
are unable to manage without it. In the right hands, assessment 
can inspire, motivate, and provide the necessary feedback 
for targeting remedial action. However, it can also lead us to 
ignore what cannot easily be measured.
In higher education (HE), there is an interesting dichotomy 
of learning embedded in the process/product paradigm. 
Learning, and consequently feedback, can be viewed both 
as a process and a product. If viewed as a product, then 
feedback may be framed within a static, final and unilateral 
manner, inviting no engagement from the learner. On the other 
hand, if feedback is viewed as a process, then channels of 
communication become useful in providing recommendations 
for improvement, refinement, and the generation and 
production of quality based work.
After having spent the majority of my professional career 
in further education (FE) in the UK, I had been exposed to 
a range of assessment methodologies and learner centred 
educational climates. Recently I moved into the HE sector and 
began to question critically some of the practices, assumptions, 
and expectations of learners and learning frameworks.
The FE sector empowers lecturing staff to disseminate good 
practice through differentiated learning tasks. Learning 
outcomes are mapped and embedded into lessons, with 
the focus on learning occupying centre stage. In this light, I 
suppose a more apt title for this article would be: “Transferring 
good practice from FE to HE – a critical challenge”.
In writing this article, I began to question my professional 
commitment to teaching and learning, and found myself 
reflecting honestly on my involvement with education over my 
professional career. Having trained in psychology and sport 
science, coupled with a teaching qualification, I can best be 
described as an educationalist with a passion for science, and 
an evolving interest and fascination with learning and teaching 
frameworks and methodologies.
The HE environment prepares learners for professional and 
vocational qualifications and, as such, demands a critical 
balance between the dynamics of expectation, support 
and outcome. Making the grade is dependent on effective 
remedial feedback and assessment that accurately evaluates 
performance on set parameters and criteria. It is this area of set 
criteria that often clouds the assessment procedure.
As an educationalist, I am often invited to review, moderate and 
assess colleagues’ work and feedback to learners. The striking 
message, often embedded in what is assumed by lecturers to 
be effective feedback, is that it is neither relevant nor meaningful 
Lecturers are not immune from biases, and do predict how learners will behave and 
achieve. A fundamental human trait is for assessors to correct and report inaccuracies 
in learner knowledge. This is often achieved through the use of broad implied 
feedback and comments that could impact negatively on the learner’s self perception 
of achievement. It is important to provide feedback to learners on how they have 
developed and applied their knowledge in answering questions or assessment 
tasks. Feedback to learners should focus on remedial refinement and be associated 
with specific learning outcomes. The use of clearly identified remedial activities and 
specific descriptors are useful in directing the learning process and accentuating 
areas for improvement. Far too often, positive feedback comments are brief, and in 
many cases absent. Feedback is an evaluative process that firstly serves to quantify a 
learner’s self-worth and secondly provide a forum for critiquing work. 
Feedback can be an arduous task, demanding attention and detail, and yet it could 
be extremely simple and effective in providing meaningful guidance for improvement 
and development. It is important to articulate and communicate clear instructions to 
learners, in a learner friendly language that is unambiguous and directed towards 
the attainment of the assessment criteria. Feedback language that is loquacious and 
technical may be difficult to understand and lead to further failure and doubt.
Using Feedback Smart ly
It is important for assessors to view feedback as an essential component of the quality 
assurance process. Good, effective and meaningful feedback is similar to a map 
of travel, with all relevant information and route essentials clearly and logically sign-
posted. The first good practice rule is to consider how best you, as assessor, want to 
guide the learner towards attainment. If the aim of feedback is to provide a general 
overview of areas for improvement, and broad recommendations for change in an 
attempt to help the learner to develop autonomously, then the feedback comments 
may not match learner expectation and may not prove useful or meaningful. In 
considering the breadth and depth of feedback, it is essential to consider the 
question: “For whom is the feedback intended?”  It is common for lecturers to provide 
feedback to themselves in an almost subconscious manner, while simultaneously 
reporting on learners’ work. The level, programme, and expected achievement 
are critical factors in determining the effectiveness of feedback success and use. 
Differentiated feedback is a useful technique in providing logical development 
towards attainment. In this technique the assessor can separate fact from opinion, 
outline areas of weakness, and also acknowledge and comment on areas of learner 
strength. Biggs (1999) reported that such an approach is extremely beneficial in 
directing attainment and learner success.
Smart targets allow the assessor the opportunity of planning the feedback with clearly 
delineated tasks and areas for improvement. Functionally this equates to feeding back 
on performance and quality of work, without attacking the character of the learner. 
Effective feedback, embedded with smart goal philosophies, will leave the learner 
with a sense of achievement, and an equally elevated appetite for improving the 
quality of the submission (Butler, 1998). 
Learners benefit from reading feedback comments that are clear and unambiguous, 
that highlight work that is good and relevant, and that appraise work that is weak 
or below required standards, and suggest ways for improvement and refinement. 
Feedback should be instantaneous if it is to be effective. The research by Williams 
and Black showed that delays in feedback to learners heightened learner anxiety, 
reduced learner motivation significantly and overall resulted in poorer grades and 
quality on resubmissions of the work. According to Angelo and Cross (1993), 
feedback that used a multidirectional 
approach and avoided the areas for 
improvement, culminated in a demise of, 
and apathy towards, achievement.
When dissecting the angles and 
lines of assessment, it is useful to 
plan assessment strategies through 
feedback mechanisms. It is important to 
consider how best to provide feedback 
to learners, relating the aims of the 
feedback to the learning objectives 
and outcomes. Smart targets are 
useful in directing feedback focus and 
providing a neat context and secure 
framework for facilitating improvement 
and learner success. Improvement 
is a critical aspect of quality, and if 
channelled effectively could prove to 
be a fundamental motivator.
One of the most important lessons 
learned from the FE sector that I have 
transported to HE is: the desire to 
enquire forms the basis of learning. 
The choice of words and expression of 
comment forms the basis for assessment 
and feedback. 
In conclusion, the use of knowledge in 
feeding back to learners, coupled with 
a careful explanation of action, will 
allow learners to reflect on improvement 
and develop strategies for quality and 
change. Feedback does not need to be 
involved, complex or complicated: it is 
most effective in its simplest format. The 
nature of assessment should be reflected 
in the actions dictated by the feedback.
References are available at:  
www.heacademy.ac.uk/hlst/resources/
publications
.heacademy.ac.uk/hlst14
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for learners. Recently I came across the following feedback 
comment on a coursework submission for a clinical module in 
sports rehabilitation. The lecturer possibly viewed the work as 
not having met the required standard, and passed comment 
thus: “Your work needs improving; you simply must put in more 
effort to achieve the standards required for this programme”.
The above is a classic example of destructive feedback 
which could affect attainment. As a scientist and researcher 
I use the reductionist approach in understanding the basics 
of phenomena. The key ideal behind reductionist theory is 
to reduce concepts to basic elements, but not to destroy 
the concept being reduced: respectful reductionism is a 
useful framework for deciding on mechanisms of action and 
operation. Applying this methodology to the lecturer’s comment 
on not meeting required standards, I would advise that it is 
useful to relate feedback to specific criteria and skills that in 
turn could be used to direct learning towards improvement and 
ultimately attainment of better grades. Learning outcomes, if 
assessed correctly, provide learners with important information 
about their skill and performance abilities. Simply stating that 
a learner will be able to understand a specific topic or sub-
topic, in no way defines the cardinal knowledge required 
for understanding, or evolves the learning to a specific and 
directed framework. In providing feedback to learners, a 
secondary process develops, whereby the assessment of 
learners’ work is redirected to the learner for assessment of 
comment and improvement. In essence it is this process that 
provides the assessor with critical awareness of how the 
feedback affects the learner and the learning process. In 
response to learners asking questions regarding feedback 
comments, the assessor is forced to justify and rationalise the 
logic of the comment. This may create a state of cognitive 
dissonance and possible embarrassment when justification 
becomes unjustified.
There are two significant parallel processes embedded into the 
feedback loop. One is directed feedback, a process whereby 
specific remedial comments and actions are identified and 
channelled into strategies for improvement. The second is the 
process of directing feedback, and a more critical awareness 
of the content specific feedback. It is this process of directing 
feedback that often creates dichotomies of learning and 
application. Often, assessors fail to realise the end point of 
their feedback which in turns becomes a circular process of 
justification (Abrahamson, 2007).
There is a plethora of evidence-based research that has 
effectively examined the thinking behind assessment and related 
significant changes in grade attainment through analysis of 
effect sizes (William & Black, as cited in Petty 2004).
If in education we attempt to channel knowledge and provide 
guidance to learners, how does effective feedback and smart 
goal planning facilitate the attainment of better grades?
Assessment measures the breadth and depth of learning. It 
has been criticised as being inaccurate and unreliable, and 
for distorting both teaching and the curriculum. It is also true 
that assessment results are notoriously poor at predicting future 
performance (Petty, 2004) but, as yet, society and lecturers 
are unable to manage without it. In the right hands, assessment 
can inspire, motivate, and provide the necessary feedback 
for targeting remedial action. However, it can also lead us to 
ignore what cannot easily be measured.
In higher education (HE), there is an interesting dichotomy 
of learning embedded in the process/product paradigm. 
Learning, and consequently feedback, can be viewed both 
as a process and a product. If viewed as a product, then 
feedback may be framed within a static, final and unilateral 
manner, inviting no engagement from the learner. On the other 
hand, if feedback is viewed as a process, then channels of 
communication become useful in providing recommendations 
for improvement, refinement, and the generation and 
production of quality based work.
After having spent the majority of my professional career 
in further education (FE) in the UK, I had been exposed to 
a range of assessment methodologies and learner centred 
educational climates. Recently I moved into the HE sector and 
began to question critically some of the practices, assumptions, 
and expectations of learners and learning frameworks.
The FE sector empowers lecturing staff to disseminate good 
practice through differentiated learning tasks. Learning 
outcomes are mapped and embedded into lessons, with 
the focus on learning occupying centre stage. In this light, I 
suppose a more apt title for this article would be: “Transferring 
good practice from FE to HE – a critical challenge”.
In writing this article, I began to question my professional 
commitment to teaching and learning, and found myself 
reflecting honestly on my involvement with education over my 
professional career. Having trained in psychology and sport 
science, coupled with a teaching qualification, I can best be 
described as an educationalist with a passion for science, and 
an evolving interest and fascination with learning and teaching 
frameworks and methodologies.
The HE environment prepares learners for professional and 
vocational qualifications and, as such, demands a critical 
balance between the dynamics of expectation, support 
and outcome. Making the grade is dependent on effective 
remedial feedback and assessment that accurately evaluates 
performance on set parameters and criteria. It is this area of set 
criteria that often clouds the assessment procedure.
As an educationalist, I am often invited to review, moderate and 
assess colleagues’ work and feedback to learners. The striking 
message, often embedded in what is assumed by lecturers to 
be effective feedback, is that it is neither relevant nor meaningful 
Lecturers are not immune from biases, and do predict how learners will behave and 
achieve. A fundamental human trait is for assessors to correct and report inaccuracies 
in learner knowledge. This is often achieved through the use of broad implied 
feedback and comments that could impact negatively on the learner’s self perception 
of achievement. It is important to provide feedback to learners on how they have 
developed and applied their knowledge in answering questions or assessment 
tasks. Feedback to learners should focus on remedial refinement and be associated 
with specific learning outcomes. The use of clearly identified remedial activities and 
specific descriptors are useful in directing the learning process and accentuating 
areas for improvement. Far too often, positive feedback comments are brief, and in 
many cases absent. Feedback is an evaluative process that firstly serves to quantify a 
learner’s self-worth and secondly provide a forum for critiquing work. 
Feedback can be an arduous task, demanding attention and detail, and yet it could 
be extremely simple and effective in providing meaningful guidance for improvement 
and development. It is important to articulate and communicate clear instructions to 
learners, in a learner friendly language that is unambiguous and directed towards 
the attainment of the assessment criteria. Feedback language that is loquacious and 
technical may be difficult to understand and lead to further failure and doubt.
Using Feedback Smart ly
It is important for assessors to view feedback as an essential component of the quality 
assurance process. Good, effective and meaningful feedback is similar to a map 
of travel, with all relevant information and route essentials clearly and logically sign-
posted. The first good practice rule is to consider how best you, as assessor, want to 
guide the learner towards attainment. If the aim of feedback is to provide a general 
overview of areas for improvement, and broad recommendations for change in an 
attempt to help the learner to develop autonomously, then the feedback comments 
may not match learner expectation and may not prove useful or meaningful. In 
considering the breadth and depth of feedback, it is essential to consider the 
question: “For whom is the feedback intended?”  It is common for lecturers to provide 
feedback to themselves in an almost subconscious manner, while simultaneously 
reporting on learners’ work. The level, programme, and expected achievement 
are critical factors in determining the effectiveness of feedback success and use. 
Differentiated feedback is a useful technique in providing logical development 
towards attainment. In this technique the assessor can separate fact from opinion, 
outline areas of weakness, and also acknowledge and comment on areas of learner 
strength. Biggs (1999) reported that such an approach is extremely beneficial in 
directing attainment and learner success.
Smart targets allow the assessor the opportunity of planning the feedback with clearly 
delineated tasks and areas for improvement. Functionally this equates to feeding back 
on performance and quality of work, without attacking the character of the learner. 
Effective feedback, embedded with smart goal philosophies, will leave the learner 
with a sense of achievement, and an equally elevated appetite for improving the 
quality of the submission (Butler, 1998). 
Learners benefit from reading feedback comments that are clear and unambiguous, 
that highlight work that is good and relevant, and that appraise work that is weak 
or below required standards, and suggest ways for improvement and refinement. 
Feedback should be instantaneous if it is to be effective. The research by Williams 
and Black showed that delays in feedback to learners heightened learner anxiety, 
reduced learner motivation significantly and overall resulted in poorer grades and 
quality on resubmissions of the work. According to Angelo and Cross (1993), 
feedback that used a multidirectional 
approach and avoided the areas for 
improvement, culminated in a demise of, 
and apathy towards, achievement.
When dissecting the angles and 
lines of assessment, it is useful to 
plan assessment strategies through 
feedback mechanisms. It is important to 
consider how best to provide feedback 
to learners, relating the aims of the 
feedback to the learning objectives 
and outcomes. Smart targets are 
useful in directing feedback focus and 
providing a neat context and secure 
framework for facilitating improvement 
and learner success. Improvement 
is a critical aspect of quality, and if 
channelled effectively could prove to 
be a fundamental motivator.
One of the most important lessons 
learned from the FE sector that I have 
transported to HE is: the desire to 
enquire forms the basis of learning. 
The choice of words and expression of 
comment forms the basis for assessment 
and feedback. 
In conclusion, the use of knowledge in 
feeding back to learners, coupled with 
a careful explanation of action, will 
allow learners to reflect on improvement 
and develop strategies for quality and 
change. Feedback does not need to be 
involved, complex or complicated: it is 
most effective in its simplest format. The 
nature of assessment should be reflected 
in the actions dictated by the feedback.
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The original software was revisited and slightly adapted in the 
late summer of 2008. This ran alongside the efforts of PGPLT 
students working collaboratively on a wiki. Although it did 
“what it said on the can”, the issue of the software being PC 
based re-emerged as several of the students were either part-
time or located on a different site.
Discussions with the E-Development team in early 2009 proved 
to be a time of good and bad news. Although there was 
only a relatively low level of development work necessary to 
address the anonymity problem, there were simply no funds 
available to make the facility web based. However, one of the 
team had noticed that there was a heading reading “student 
peer review” on the January Blackboard update. On the face 
of it, it appeared this could deliver all the trial had sought to do 
– and perhaps more besides.
It seemed most logical and cost effective to investigate this 
proprietary package further, beginning with an audit of what 
was made available from Blackboard’s own resources. The 
tutor’s need is to break an assessment down into a number of 
sub-questions that students will consider. Each element is given 
a variable score against which the student’s work is formatively 
graded, this mirroring the criteria against which the tutor will 
eventually assess the work summatively. The tutor inserts a 
theoretical series of dates and settings within the platform 
module area that allow the student to upload their work, 
download a predetermined number of peer draft assessments, 
make respective comments against each script, and eventually 
retrieve their own multi-annotated scripts, all completely 
independently of the tutor. 
The Tr ia l
A trial was set up using the system involving my cohort of 85 
final year undergraduate students across several programmes 
including BSc International Spa Management, BA Public 
Services and Joint Honours Culinary Arts. The module chosen 
was Risk Management; one whose title turned out to be quite 
pertinent. It soon became apparent that although a training 
video clip had been released by Blackboard giving a tutor’s 
perspective, the equally important student view was sadly 
absent. Accordingly, as the risk of offering to students an 
unproven electronic trial was considered too great, a manual 
version was devised that would simulate what, in theory, could 
be offered electronically. 
Overview
The concept of allowing students to review the work of others 
before final marking has been around for several years. 
At best, it has been seen as a labour intensive and time 
consuming challenge of military proportions; at worst, a recipe 
for plagiarism. However, there have been several recent 
unconnected developments in higher education, ones that have 
allowed a fresh look at the concept.
Increasing pressures upon lecturer’s time are nothing new, but at 
the University of Derby Buxton, in several core business modules 
with cohorts of over a hundred students, members of staff 
simply cannot look through dozens of drafts and give individual 
feedback. However, on at least one virtual learning platform, 
the capability exists to submit online attachments to a central 
administrating collection point, albeit traditionally the tutor. In a 
growing culture of paper resource management, where online 
submissions are becoming more popular, institutions and external 
examiners alike are warming to the idea. Moreover, with the 
increasing stability and reliability of products such as Turnitin, 
the argument for students reviewing each other’s work grows 
stronger. It seems that a way of providing formative assessment 
that students initiate is becoming available; one that can allow 
student work to be read by others without the fear of the reader 
gaining unfair advantage. Indeed, the learning platform used 
by the University has begun to offer a system that handles the 
many processes involved completely independently of the tutor in 
a way that additionally guarantees anonymity. It seems that the 
idea of formative assessment by students is no longer a logistical 
nightmare – but can it really be a tutor’s dream?
History of  Peer Review  
at  Derby
In 2006, the E-Development team began to develop a basic 
yet effective facility that allowed law students to submit and 
receive two scripts from their peers on the same module. The 
results were not encouraging so this initial trial was shelved. 
The fact that the software was PC based was a major limitation 
in its use and effectiveness, given that some students were part-
time. In 2007, the author assumed the role of Teaching Fellow, 
Assessment and became a member of the teaching team 
on the Post Graduate Programme for Learning and Teaching 
(PGPLT). A project was begun that would integrate the idea 
of peer review within Module 3: The use and application of 
educational technology. 
At a point 2 weeks before the submission date, students were 
given the opportunity to e-mail their script to myself, the module 
leader. Each script was given an alpha letter and stored under 
this designation on a memory stick. After a period of 30 hours, 
the option closed and each participant was sent a random 
selection of four scripts. Each student had two days to review the 
scripts before returning them, with review, by e-mail. The module 
leader then returned the reviewed scripts to each participant. 
Two considerations should be borne in mind at this point. The 
first is that taking part in the trial was completely voluntary. 
There was no pressure placed on any student to engage, 
or incentive given to those who did. The second point was 
that even those not engaging received the marking criteria 
and guidance provided to those that did. In the event, just 9 
students forwarded their scripts for peer review although all 
85 handed their scripts in electronically, each being passed 
through the Turnitin website en route. 
Findings and Conclusions
Following the request to submit a draft by e-mail to the  
module tutor, several other students made contact with the 
following comments:
I didn’t want anyone else to steal my ideas.
There wasn’t time as I had other commitments at key stages 
in the process.
I don’t want to do any more work than I have already done.
I have better things to do on my Friday evenings.
However, subsequent feedback from engaging students was 
generally much more positive; these being:
It was reassuring to know I was working along similar lines to 
someone else.
Although one I read was in a completely different discipline 
area, the points made were relevant to me.
Up until this point, I have seen the lecturer as having all the 
knowledge. I read some very informed scripts at an important 
time for my final assignment.
I wish I had been able to use this way of shared learning 
earlier.
The results were quite encouraging too. Taking the whole 
cohort, the average result for the module was C+/ 14.32 
(University of Derby gradings) or 58% in real money. This 
equates to a 2.1 classification. The average grade for the 
majority that did not engage was 14.02 whilst those that 
did, attained a B+/ 17.23 or 70% at the top end of the 2.1 
classification. Of the 9 students, 4 attained an A- or higher. It 
is therefore suggested that a real potential exists here for further 
work, based upon the (albeit limited) data collected so far.
The Future
During the summer of 2009, the Blackboard facility was 
fully trialled and tested through the use of the “sandbox” in 
readiness for the returning students in September 2009. For 
process and procedures to work most effectively, it is felt the 
following be given paramount priority when using this system: 
1.  There is a need for clear instructions and guidance as to 
how the process works and how the potential benefits can 
be maximised. This involves training/coaching students into 
giving constructive feedback.
2.  The assessment criteria must be disseminated clearly and 
in a timely manner to the students. There is no reason 
why peer review should not work as well with groups as 
with individuals. Indeed, peer review of a Wiki caused 
considerable debate within the earlier PGPLT cohort.
3.  The students must be given exactly the same information 
within the peer review process as is to be used in the final 
marking of the assessment. Many institutions are moving 
toward a standardised marking matrix and perhaps this 
approach fits best here.
4.  Students should be left in no doubt of the interpretation of 
assessment requirements. It may be that peer review reveals 
a degree of subjectivity within the assessment, and that this 
process facilitates more objectivity in new assignment briefs. 
The capability will be rolled out across several modules at level 
5 and 6, both at the University’s Buxton campus and within the 
School of Law at the main Kedleston Road site in Derby. By the 
beginning of 2010, it is hoped a more comprehensive, valid 
and reliable update of electronic student peer review concept 
will be available.
Format ive and Summative:  
L inking and balancing:  
A Review at  the End of  the Peer
Geoff Shirt, 
University of 
Derby Buxton
.heacademy.ac.uk/hlst16
J7561_LinkNewsletter24.indd   16-17 11/11/09   12:06:39
www.hlst.heacademy.ac.uk 17
The original software was revisited and slightly adapted in the 
late summer of 2008. This ran alongside the efforts of PGPLT 
students working collaboratively on a wiki. Although it did 
“what it said on the can”, the issue of the software being PC 
based re-emerged as several of the students were either part-
time or located on a different site.
Discussions with the E-Development team in early 2009 proved 
to be a time of good and bad news. Although there was 
only a relatively low level of development work necessary to 
address the anonymity problem, there were simply no funds 
available to make the facility web based. However, one of the 
team had noticed that there was a heading reading “student 
peer review” on the January Blackboard update. On the face 
of it, it appeared this could deliver all the trial had sought to do 
– and perhaps more besides.
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was made available from Blackboard’s own resources. The 
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graded, this mirroring the criteria against which the tutor will 
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theoretical series of dates and settings within the platform 
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independently of the tutor. 
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pertinent. It soon became apparent that although a training 
video clip had been released by Blackboard giving a tutor’s 
perspective, the equally important student view was sadly 
absent. Accordingly, as the risk of offering to students an 
unproven electronic trial was considered too great, a manual 
version was devised that would simulate what, in theory, could 
be offered electronically. 
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At best, it has been seen as a labour intensive and time 
consuming challenge of military proportions; at worst, a recipe 
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the University of Derby Buxton, in several core business modules 
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growing culture of paper resource management, where online 
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examiners alike are warming to the idea. Moreover, with the 
increasing stability and reliability of products such as Turnitin, 
the argument for students reviewing each other’s work grows 
stronger. It seems that a way of providing formative assessment 
that students initiate is becoming available; one that can allow 
student work to be read by others without the fear of the reader 
gaining unfair advantage. Indeed, the learning platform used 
by the University has begun to offer a system that handles the 
many processes involved completely independently of the tutor in 
a way that additionally guarantees anonymity. It seems that the 
idea of formative assessment by students is no longer a logistical 
nightmare – but can it really be a tutor’s dream?
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yet effective facility that allowed law students to submit and 
receive two scripts from their peers on the same module. The 
results were not encouraging so this initial trial was shelved. 
The fact that the software was PC based was a major limitation 
in its use and effectiveness, given that some students were part-
time. In 2007, the author assumed the role of Teaching Fellow, 
Assessment and became a member of the teaching team 
on the Post Graduate Programme for Learning and Teaching 
(PGPLT). A project was begun that would integrate the idea 
of peer review within Module 3: The use and application of 
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At a point 2 weeks before the submission date, students were 
given the opportunity to e-mail their script to myself, the module 
leader. Each script was given an alpha letter and stored under 
this designation on a memory stick. After a period of 30 hours, 
the option closed and each participant was sent a random 
selection of four scripts. Each student had two days to review the 
scripts before returning them, with review, by e-mail. The module 
leader then returned the reviewed scripts to each participant. 
Two considerations should be borne in mind at this point. The 
first is that taking part in the trial was completely voluntary. 
There was no pressure placed on any student to engage, 
or incentive given to those who did. The second point was 
that even those not engaging received the marking criteria 
and guidance provided to those that did. In the event, just 9 
students forwarded their scripts for peer review although all 
85 handed their scripts in electronically, each being passed 
through the Turnitin website en route. 
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following comments:
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There wasn’t time as I had other commitments at key stages 
in the process.
I don’t want to do any more work than I have already done.
I have better things to do on my Friday evenings.
However, subsequent feedback from engaging students was 
generally much more positive; these being:
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Although one I read was in a completely different discipline 
area, the points made were relevant to me.
Up until this point, I have seen the lecturer as having all the 
knowledge. I read some very informed scripts at an important 
time for my final assignment.
I wish I had been able to use this way of shared learning 
earlier.
The results were quite encouraging too. Taking the whole 
cohort, the average result for the module was C+/ 14.32 
(University of Derby gradings) or 58% in real money. This 
equates to a 2.1 classification. The average grade for the 
majority that did not engage was 14.02 whilst those that 
did, attained a B+/ 17.23 or 70% at the top end of the 2.1 
classification. Of the 9 students, 4 attained an A- or higher. It 
is therefore suggested that a real potential exists here for further 
work, based upon the (albeit limited) data collected so far.
The Future
During the summer of 2009, the Blackboard facility was 
fully trialled and tested through the use of the “sandbox” in 
readiness for the returning students in September 2009. For 
process and procedures to work most effectively, it is felt the 
following be given paramount priority when using this system: 
1.  There is a need for clear instructions and guidance as to 
how the process works and how the potential benefits can 
be maximised. This involves training/coaching students into 
giving constructive feedback.
2.  The assessment criteria must be disseminated clearly and 
in a timely manner to the students. There is no reason 
why peer review should not work as well with groups as 
with individuals. Indeed, peer review of a Wiki caused 
considerable debate within the earlier PGPLT cohort.
3.  The students must be given exactly the same information 
within the peer review process as is to be used in the final 
marking of the assessment. Many institutions are moving 
toward a standardised marking matrix and perhaps this 
approach fits best here.
4.  Students should be left in no doubt of the interpretation of 
assessment requirements. It may be that peer review reveals 
a degree of subjectivity within the assessment, and that this 
process facilitates more objectivity in new assignment briefs. 
The capability will be rolled out across several modules at level 
5 and 6, both at the University’s Buxton campus and within the 
School of Law at the main Kedleston Road site in Derby. By the 
beginning of 2010, it is hoped a more comprehensive, valid 
and reliable update of electronic student peer review concept 
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to copy DVDs or video files, together with the great decrease in cost of blank DVD 
disks and equipment, has facilitated their use in higher education. This equipment is 
now very much sitting on the ALT shelf. Although the support of an audio-visual team 
or department has advantages, the reliance on such support can occasionally be 
inhibiting and an enthusiastic and empowered module leader, fully equipped, can 
also deliver results with a rapid turnaround.
We have a myriad of methods now within our means compared to Dale, in a post-
war environment, who (although it was state of the art at that time) was only able to 
consider black and white cine film, photography, charts, colour and exhibits. Our 
students nowadays are hard to please and even harder to impress. They can be 
described as digital natives, (Prensky, 2001), having grown up in a world of internet 
and mobile telecommunications. Applications such as Podcasts, Facebook, YouTube, 
Technorati, MySpace and Twitter are part of their daily diet. So it is essential that 
we employ technology creatively in our ALT processes if we are even to approach 
meeting their expectations. Confidence is a key issue in staff terms. It is an also an 
issue in student terms but in a different way – these communication technologies 
perhaps breeding the antithesis of verbal communicators. Attempting to amend this 
is a crucial part of the approach. There is enthusiasm from some to bring in video 
editing, paired cameras and more. However, in the relatively resource-rich time-poor 
situation where many of us find ourselves, my personal preference is to avoid this and 
go for something straightforward.
Summative Appl icat ion
The following approach has been used for the last 4 years with students on the BA 
(Hons) Conference and Exhibitions Management degree. This is a Level 3 top-up/
professional course, attracting our HND students, students from industry, students from 
our regional university network and from our European partners. Final year BA (Hons) 
Events Management students are also involved in an elective. The ability to deliver 
professional pitches and presentations is particularly important in the events industry, 
as is a knowledge and confidence in audio-visual technology and its day-to-day use. 
The students complete a module in which small groups are required to develop and 
produce a viable event concept and pitch it to a potential funding provider. The final 
pitch presentation is expected to be between 30 and 40 minutes long and include full 
supporting documentation. The pitch is video recorded in our ALT CCTV approach. 
The summative pitch presentation carries 75% of the module marks. A subsequent 
reflective report is worth the remaining 25%. The Video Enhanced Feedback is given 
a week after the presentation. This enables the students to incorporate their response 
to the feedback into their reflective report. The whole module is explained in its 
industry context from the onset. Examples given include the fact that tendering for 
certain business is statutory across the European Union (OJEC, 2009). The place of 
presentations in such tendering is fully explained. The final reflective report also has 
an industry focus alongside its ALT objectives. It is explained in terms of tendering 
processes, the inclusion of de-brief feedback to unsuccessful tenderers, together with 
the ethical right of an events business to receive feedback on a speculative pitch 
presentation. Students are encouraged to think reflectively and pragmatically as 
professionals: What improvements would they make next time? What was good 
The Use of  Video Enhanced 
Feedback in Events 
Management Educat ion
about their concept and pitch? It is worth noting that as the feedback is evidence-
based and not presented as merely written judgement of their presentation, students 
rarely disagree wholesale and anecdotally it appears they use and value the 
feedback received. 
Format ive Appl icat ion 
Whilst formative assessment takes place in front of a panel of staff and subsequently 
by viewing the video, much work is done formatively beforehand. This is both on the 
concept and also on pitching and presentation techniques. Formative feedback is 
given to students concerning their proposition’s viability, venue choice and justification, 
layout and design, audio visual considerations, target market, marketing plan, 
proposed event budget, draft risk assessment and line up of speakers and/or stands. 
In parallel to this, workshops take place on preparing for the pitch and the techniques 
to employ. Formative feedback is given on voice, introduction, eye contact, 
use of notes, delivery, appearance, stance and gestures, opening, sequencing, 
coverage, handling of visual aids, clarity, relevance and particularly on the handling 
and answering of questions. A workshop is also run on professional PowerPoint 
production. A graduate in Conference and Exhibitions Management certainly needs 
to know PowerPoint and all its applications very well.
The “ALT CCTV” approach
Learning from the content of reality TV etc, what is used here is very much a fly-on-the-
wall approach which we call the ALT CCTV approach, which has its simple six ‘S’s.’
Socket – plug in the power •	 • Screen – students in the shot
Stand – height and stability •	 • Sound – check level
Settings – check picture quality •	 • Shoot – press record
The recordings are invaluable in marking. It is straightforward to burn a few copies 
for students promptly. These are issued alongside a structured feedback sheet with the 
addition of time-frame reference points to the evidence on the video recording. 
Pitches and presentations are a crucial component of many courses. The acquisition 
and development of employability skills is also to be considered, as is the way to 
give meaningful and fair feedback which students can use constructively in a cycle of 
improvement (Kolb and Fry, 1975; Kolb, 1984). The classroom is an environment in 
which the student may experience at worst embarrassment (in formative feedback) or loss 
of marks (in summative feedback). Out in industry so much more is at stake, from getting 
the job in the first place, to achieving career advancement, or to securing vital business.
Race (2007) observed that students do 
not always make best use of the feedback 
they receive. This is an approach which 
addresses that. Although this may be 
anathema to any budding film makers, 
the aim is to keep things simple and fit 
for purpose, nothing more. Camera and 
creative skills can be employed and 
enjoyed for other ALT purposes 
Conclusion
Some (Race, 2005; Jarvis, 2006) 
are critical of the experiential learning 
cycle model (Kolb, 1984) on which 
this approach is based, but both Race 
(2007) and the National Student’s Survey 
(Surridge, 2008) are also critical of the 
content and clarity of the feedback to 
students which this approach addresses.
It is a method of providing detailed 
feedback which students use, 
appreciate and work with. Alongside 
its ALT application it provides a route 
in coaching skills that many of these 
students will use when working in 
industry and skills which will help them 
obtain employment in the first place.
What about the future? Podcasts are 
already being employed by colleagues to 
provide MP3 files as feedback. I would 
predict that one of the next stages will 
include the private podcast with a video 
of the presentation and added feedback 
available to the student by portal login to 
X-stream, Blackboard or similar.
References are available at:  
www.heacademy.ac.uk/hlst/resources/
publications
Introduct ion
At the UK Centre for Events 
Management we have identified the 
need for the development of specific 
employability skills, in tandem with 
more academic teaching and learning, 
as particularly desirable in our highly 
vocational subject area.
The use of audio-visual methods in higher 
education is very far from new. In 1946, 
Edgar Dale wrote Audio-visual methods 
in teaching for US higher education 
when the technological landscape was 
very different from today. In 1944, John 
Logie Baird gave the first demonstration 
of colour television and the BBC had 
only just resumed black and white 
television broadcasts following World 
War II (BBC, 2009). In 1969, when 
Edgar Dale’s 3rd edition was printed, 
I watched a man walk on the moon. 
This was on my Grandmother’s black 
and white television (my parents and my 
school did not have one). 
In technological terms we have come 
further than the moon in the last 40 
years. Yet this technology is not just for 
the minority, but readily available to all 
of us. Its ease of use is increasing and 
its cost is falling. So, we have something 
which needs continual re-evaluation in 
terms of its applications to our work 
in Assessment, Learning and Teaching 
(ALT). In the 6 years since I returned to 
a teaching career, following 20 years 
in industry, the equipment and resources 
at my immediate disposal have greatly 
increased in terms of sophistication 
and decreased in size and weight. I 
now have a thin but powerful laptop 
with an array of software, a DVD 
re-write facility and a hard drive digital 
camcorder which fits in my pocket. 
The availability and ease of use of 
such digital technology and the ability 
Simon Bell, Leeds 
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Introduct ion
Self and peer assessment (SPA) within group work can encourage appropriate student 
contribution, ensure fairer allocation of marks and enhance the learning gained from 
working with others. CASPAR (Computer Assisted Self and Peer Assessment Ratings) 
is an internet based tool developed 
to manage the administration and 
assessment of group work more 
efficiently. CASPAR allows students 
to provide qualitative feedback and 
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to copy DVDs or video files, together with the great decrease in cost of blank DVD 
disks and equipment, has facilitated their use in higher education. This equipment is 
now very much sitting on the ALT shelf. Although the support of an audio-visual team 
or department has advantages, the reliance on such support can occasionally be 
inhibiting and an enthusiastic and empowered module leader, fully equipped, can 
also deliver results with a rapid turnaround.
We have a myriad of methods now within our means compared to Dale, in a post-
war environment, who (although it was state of the art at that time) was only able to 
consider black and white cine film, photography, charts, colour and exhibits. Our 
students nowadays are hard to please and even harder to impress. They can be 
described as digital natives, (Prensky, 2001), having grown up in a world of internet 
and mobile telecommunications. Applications such as Podcasts, Facebook, YouTube, 
Technorati, MySpace and Twitter are part of their daily diet. So it is essential that 
we employ technology creatively in our ALT processes if we are even to approach 
meeting their expectations. Confidence is a key issue in staff terms. It is an also an 
issue in student terms but in a different way – these communication technologies 
perhaps breeding the antithesis of verbal communicators. Attempting to amend this 
is a crucial part of the approach. There is enthusiasm from some to bring in video 
editing, paired cameras and more. However, in the relatively resource-rich time-poor 
situation where many of us find ourselves, my personal preference is to avoid this and 
go for something straightforward.
Summative Appl icat ion
The following approach has been used for the last 4 years with students on the BA 
(Hons) Conference and Exhibitions Management degree. This is a Level 3 top-up/
professional course, attracting our HND students, students from industry, students from 
our regional university network and from our European partners. Final year BA (Hons) 
Events Management students are also involved in an elective. The ability to deliver 
professional pitches and presentations is particularly important in the events industry, 
as is a knowledge and confidence in audio-visual technology and its day-to-day use. 
The students complete a module in which small groups are required to develop and 
produce a viable event concept and pitch it to a potential funding provider. The final 
pitch presentation is expected to be between 30 and 40 minutes long and include full 
supporting documentation. The pitch is video recorded in our ALT CCTV approach. 
The summative pitch presentation carries 75% of the module marks. A subsequent 
reflective report is worth the remaining 25%. The Video Enhanced Feedback is given 
a week after the presentation. This enables the students to incorporate their response 
to the feedback into their reflective report. The whole module is explained in its 
industry context from the onset. Examples given include the fact that tendering for 
certain business is statutory across the European Union (OJEC, 2009). The place of 
presentations in such tendering is fully explained. The final reflective report also has 
an industry focus alongside its ALT objectives. It is explained in terms of tendering 
processes, the inclusion of de-brief feedback to unsuccessful tenderers, together with 
the ethical right of an events business to receive feedback on a speculative pitch 
presentation. Students are encouraged to think reflectively and pragmatically as 
professionals: What improvements would they make next time? What was good 
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about their concept and pitch? It is worth noting that as the feedback is evidence-
based and not presented as merely written judgement of their presentation, students 
rarely disagree wholesale and anecdotally it appears they use and value the 
feedback received. 
Format ive Appl icat ion 
Whilst formative assessment takes place in front of a panel of staff and subsequently 
by viewing the video, much work is done formatively beforehand. This is both on the 
concept and also on pitching and presentation techniques. Formative feedback is 
given to students concerning their proposition’s viability, venue choice and justification, 
layout and design, audio visual considerations, target market, marketing plan, 
proposed event budget, draft risk assessment and line up of speakers and/or stands. 
In parallel to this, workshops take place on preparing for the pitch and the techniques 
to employ. Formative feedback is given on voice, introduction, eye contact, 
use of notes, delivery, appearance, stance and gestures, opening, sequencing, 
coverage, handling of visual aids, clarity, relevance and particularly on the handling 
and answering of questions. A workshop is also run on professional PowerPoint 
production. A graduate in Conference and Exhibitions Management certainly needs 
to know PowerPoint and all its applications very well.
The “ALT CCTV” approach
Learning from the content of reality TV etc, what is used here is very much a fly-on-the-
wall approach which we call the ALT CCTV approach, which has its simple six ‘S’s.’
Socket – plug in the power •	 • Screen – students in the shot
Stand – height and stability •	 • Sound – check level
Settings – check picture quality •	 • Shoot – press record
The recordings are invaluable in marking. It is straightforward to burn a few copies 
for students promptly. These are issued alongside a structured feedback sheet with the 
addition of time-frame reference points to the evidence on the video recording. 
Pitches and presentations are a crucial component of many courses. The acquisition 
and development of employability skills is also to be considered, as is the way to 
give meaningful and fair feedback which students can use constructively in a cycle of 
improvement (Kolb and Fry, 1975; Kolb, 1984). The classroom is an environment in 
which the student may experience at worst embarrassment (in formative feedback) or loss 
of marks (in summative feedback). Out in industry so much more is at stake, from getting 
the job in the first place, to achieving career advancement, or to securing vital business.
Race (2007) observed that students do 
not always make best use of the feedback 
they receive. This is an approach which 
addresses that. Although this may be 
anathema to any budding film makers, 
the aim is to keep things simple and fit 
for purpose, nothing more. Camera and 
creative skills can be employed and 
enjoyed for other ALT purposes 
Conclusion
Some (Race, 2005; Jarvis, 2006) 
are critical of the experiential learning 
cycle model (Kolb, 1984) on which 
this approach is based, but both Race 
(2007) and the National Student’s Survey 
(Surridge, 2008) are also critical of the 
content and clarity of the feedback to 
students which this approach addresses.
It is a method of providing detailed 
feedback which students use, 
appreciate and work with. Alongside 
its ALT application it provides a route 
in coaching skills that many of these 
students will use when working in 
industry and skills which will help them 
obtain employment in the first place.
What about the future? Podcasts are 
already being employed by colleagues to 
provide MP3 files as feedback. I would 
predict that one of the next stages will 
include the private podcast with a video 
of the presentation and added feedback 
available to the student by portal login to 
X-stream, Blackboard or similar.
References are available at:  
www.heacademy.ac.uk/hlst/resources/
publications
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At the UK Centre for Events 
Management we have identified the 
need for the development of specific 
employability skills, in tandem with 
more academic teaching and learning, 
as particularly desirable in our highly 
vocational subject area.
The use of audio-visual methods in higher 
education is very far from new. In 1946, 
Edgar Dale wrote Audio-visual methods 
in teaching for US higher education 
when the technological landscape was 
very different from today. In 1944, John 
Logie Baird gave the first demonstration 
of colour television and the BBC had 
only just resumed black and white 
television broadcasts following World 
War II (BBC, 2009). In 1969, when 
Edgar Dale’s 3rd edition was printed, 
I watched a man walk on the moon. 
This was on my Grandmother’s black 
and white television (my parents and my 
school did not have one). 
In technological terms we have come 
further than the moon in the last 40 
years. Yet this technology is not just for 
the minority, but readily available to all 
of us. Its ease of use is increasing and 
its cost is falling. So, we have something 
which needs continual re-evaluation in 
terms of its applications to our work 
in Assessment, Learning and Teaching 
(ALT). In the 6 years since I returned to 
a teaching career, following 20 years 
in industry, the equipment and resources 
at my immediate disposal have greatly 
increased in terms of sophistication 
and decreased in size and weight. I 
now have a thin but powerful laptop 
with an array of software, a DVD 
re-write facility and a hard drive digital 
camcorder which fits in my pocket. 
The availability and ease of use of 
such digital technology and the ability 
Simon Bell, Leeds 
Metropolitan University
Peter Lugosi,  
Bournemouth UniversityCASPAR: A Web-based 
Tool  for Sel f  and Peer 
Assessment in Group Work
Introduct ion
Self and peer assessment (SPA) within group work can encourage appropriate student 
contribution, ensure fairer allocation of marks and enhance the learning gained from 
working with others. CASPAR (Computer Assisted Self and Peer Assessment Ratings) 
is an internet based tool developed 
to manage the administration and 
assessment of group work more 
efficiently. CASPAR allows students 
to provide qualitative feedback and 
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numerical marks online. Lecturers can monitor progress, 
moderate marks and collect feedback, which can then be used 
within formative and summative assessment. 
CASPAR was developed by colleagues at the Centre for 
Excellence in Media Practice (CEMP) at Bournemouth University 
and CASPAR Version 2 has been released for general use. 
CEMP provides a hosting service for the system and will 
continue to develop future versions for users. Consequently, 
institutions and individual lecturers do not need to fund 
development work, host the system on their institutional servers 
or have specialist technical expertise.
CASPAR’s features
Users can access CASPAR from anywhere in the world via 
the internet, and feedback from students suggests the system 
is easy to access and use. Login and registration is managed 
through a single webpage and CASPAR can be synchronised 
with university intranet/e-mail accounts. User information can 
be extracted from student record databases and transferred into 
CASPAR using a spreadsheet format. CASPAR can use student 
data to assign individuals to groups alphabetically or randomly, 
but lecturers can also allocate students manually. Multiple 
dates and time-frames can be preset for the completion of 
assessment. The marking area becomes available during these 
periods and the system identifies late submissions.
When setting up the project, lecturers can enter multiple marking 
criteria, including short descriptions to help guide students when 
allocating marks. Moreover, different criteria can be set for 
specific phases of the project and corresponding assessment 
points. Student marking and feedback can be anonymous or 
open, and users assess using alphabetical grades (A-E) or marks 
(out of 100) alongside qualitative feedback. When setting up 
a project, staff can also set the standard deviation, which helps 
to identify potential collusion or disagreement among members. 
The system will then highlight significant deviations in marks 
between individuals. Staff can also moderate final marks if there 
is evidence of collusion or unfair marking.
Finally, students can view assessment scores, qualitative 
feedback and track changes in their grades using a line graph 
throughout the project life. Users can also record project-related 
information and send messages to other group members 
through a project journal.
CASPAR’s L imit at ions
If large cohorts of students are already allocated to seminar 
groups and the project groups are self-selecting, the process 
of assigning individuals to groups is time consuming. More 
importantly, once students are placed in a group and the 
project is launched, it is not possible to reorganise groups, 
reassign individuals to different groups, change assessment 
dates or add new dates; nor is it possible to change any of 
the marking criteria or the standard deviation. Staff can only 
moderate numerical scores: the alphabetical grades and 
unprofessional or offensive comments made by students cannot 
be edited or removed. 
Feedback following trials of CASPAR highlighted that some 
students found it difficult to match the institutional marking 
system (100 – 0, 1st, 2.1, 2.2, 3rd, Fail or Distinction, Merit, 
Pass, Fail) to the (A-E) alphabetical marking system used by 
CASPAR. This can be addressed through clear guidance. 
However, other features of the system present further challenges. 
Students cannot recall or change marks or comments once 
they have been submitted. This caused a number of problems 
when students completed their SPA hastily and subsequently 
realised that their feedback or marks were inappropriate, or 
when they mistakenly assessed the wrong person. Staff cannot 
select or eliminate a particular set of results, for example, the 
marks assigned during one assessment period. This feature 
would have been particularly useful after the first round of peer 
assessment, when students made the most mistakes or submitted 
marks/feedback prematurely.
Finally, the current version of the system has limited reporting 
functions. The system produces a print-friendly version of the 
group marks and lecturers may choose to print the screenshot 
of an individual student’s scores/feedback, but marks, 
alphabetical grades or collated qualitative feedback cannot be 
extracted in a spreadsheet format. 
Tips for get t ing the most 
from CASPAR
if team teaching, make sure all the team members are •	
registered with CASPAR and, if necessary, assigned 
administration rights prior to setting up projects
check student lists very carefully prior to uploading data •	
and the setting up of projects; this will eliminate the need to 
reload the entire project
establish the marking criteria collaboratively – this can be •	
used to help students develop key employability skills
in briefing students about qualitative peer feedback, •	
encourage them to identify positive characteristic of a 
colleague as well as highlighting areas where they need to 
improve – if possible, students should also use the qualitative 
feedback function on CASPAR to justify why they gave 
marks/grades, both to themselves and to other individuals
check the marking criteria carefully for spelling errors and •	
clarity as these cannot be changed later – users may wish to 
type the criteria into a document and proofread them prior 
to cutting and pasting into CASPAR
get all students to check that they can access the system and •	
that they have been allocated to the right group prior to the 
start of the assessment
if possible, set up a test project so students can familiarise •	
themselves with the system and the norms of assessment
establish multiple assessment points: this will help students to •	
identify areas where they need to improve and give them 
time to address emerging issues
provide students with clear guidance that helps them •	
allocate alphabetical and numerical grades: try to clarify 
how the institutional marking system (100 – 0, 1st – Fail or 
Distinction – Fail) corresponds with the alphabetical (A-E) 
system used by CASPAR
ensure assessment dates are matched with appropriate •	
milestones and deliverables deadlines in the group work project
use peer and self-assessment as part of a broader learning •	
and development strategy. For example, this can be used 
to think critically about students’ strengths and weaknesses, 
the difficult nature of offering constructive criticism, 
the challenges involved in developing an appraisal/
performance evaluation process. If possible, the qualitative 
feedback as well as marks can be used within a Personal 
Development and Planning programme. 
if appropriate, make clear to students when setting up the •	
project the penalties for late submission, non-submission and 
unprofessional feedback or marking
when issuing guidance remind students to: make sure they •	
assess the correct person; think very carefully about their 
comments/marks before pressing the submit button because 
they cannot change them later; assess themselves, including 
qualitative feedback
More information about CASPAR and details of how to trail 
the system is available at: www.heacademy.ac.uk/hlst/
resources/publications
The Academy JISC Academic Integrity 
Service (AJAIS) was set up to help 
support higher education institutions 
embed academic integrity in their own 
practice and policies, and address 
matters of misconduct including 
plagiarism, collusion and data 
fabrication. We are working with Subject 
Centres, PlagiarismAdvice.org and other 
services to provide guidance on issues 
relating to academic integrity and to 
encourage the sharing of best practice. 
Recent priorities for the initiative have involved looking at subject-specific concerns 
relating to academic integrity and the staff development resources that are made 
available through the Subject Centre networks. It is pertinent that there is a variety of 
resources available, providing guidelines or case studies that can be used to inform 
the design of innovative assessment and facilitate students’ skills development. Indeed, 
it is recognised that making changes to assessment methods can help in deterring 
student plagiarism (see Carroll, 2007; PlagiarismAdvice, 2009). This can involve 
designing assessment tasks in ways that tend to discourage students from plagiarising 
material. For example, a task can be devised to provide milestones along the way, 
at which a student has to document their research for the assignment or project, and 
for which they will receive feedback at key points; students can be asked to draw 
on recent events in the media; or learners can provide reflective accounts as part of 
The Academy J ISC 
Academic Integr i ty  Serv ice: 
Highl ight ing Good Pract ice
Erica Morris, Senior 
Adviser for AJAIS
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numerical marks online. Lecturers can monitor progress, 
moderate marks and collect feedback, which can then be used 
within formative and summative assessment. 
CASPAR was developed by colleagues at the Centre for 
Excellence in Media Practice (CEMP) at Bournemouth University 
and CASPAR Version 2 has been released for general use. 
CEMP provides a hosting service for the system and will 
continue to develop future versions for users. Consequently, 
institutions and individual lecturers do not need to fund 
development work, host the system on their institutional servers 
or have specialist technical expertise.
CASPAR’s features
Users can access CASPAR from anywhere in the world via 
the internet, and feedback from students suggests the system 
is easy to access and use. Login and registration is managed 
through a single webpage and CASPAR can be synchronised 
with university intranet/e-mail accounts. User information can 
be extracted from student record databases and transferred into 
CASPAR using a spreadsheet format. CASPAR can use student 
data to assign individuals to groups alphabetically or randomly, 
but lecturers can also allocate students manually. Multiple 
dates and time-frames can be preset for the completion of 
assessment. The marking area becomes available during these 
periods and the system identifies late submissions.
When setting up the project, lecturers can enter multiple marking 
criteria, including short descriptions to help guide students when 
allocating marks. Moreover, different criteria can be set for 
specific phases of the project and corresponding assessment 
points. Student marking and feedback can be anonymous or 
open, and users assess using alphabetical grades (A-E) or marks 
(out of 100) alongside qualitative feedback. When setting up 
a project, staff can also set the standard deviation, which helps 
to identify potential collusion or disagreement among members. 
The system will then highlight significant deviations in marks 
between individuals. Staff can also moderate final marks if there 
is evidence of collusion or unfair marking.
Finally, students can view assessment scores, qualitative 
feedback and track changes in their grades using a line graph 
throughout the project life. Users can also record project-related 
information and send messages to other group members 
through a project journal.
CASPAR’s L imit at ions
If large cohorts of students are already allocated to seminar 
groups and the project groups are self-selecting, the process 
of assigning individuals to groups is time consuming. More 
importantly, once students are placed in a group and the 
project is launched, it is not possible to reorganise groups, 
reassign individuals to different groups, change assessment 
dates or add new dates; nor is it possible to change any of 
the marking criteria or the standard deviation. Staff can only 
moderate numerical scores: the alphabetical grades and 
unprofessional or offensive comments made by students cannot 
be edited or removed. 
Feedback following trials of CASPAR highlighted that some 
students found it difficult to match the institutional marking 
system (100 – 0, 1st, 2.1, 2.2, 3rd, Fail or Distinction, Merit, 
Pass, Fail) to the (A-E) alphabetical marking system used by 
CASPAR. This can be addressed through clear guidance. 
However, other features of the system present further challenges. 
Students cannot recall or change marks or comments once 
they have been submitted. This caused a number of problems 
when students completed their SPA hastily and subsequently 
realised that their feedback or marks were inappropriate, or 
when they mistakenly assessed the wrong person. Staff cannot 
select or eliminate a particular set of results, for example, the 
marks assigned during one assessment period. This feature 
would have been particularly useful after the first round of peer 
assessment, when students made the most mistakes or submitted 
marks/feedback prematurely.
Finally, the current version of the system has limited reporting 
functions. The system produces a print-friendly version of the 
group marks and lecturers may choose to print the screenshot 
of an individual student’s scores/feedback, but marks, 
alphabetical grades or collated qualitative feedback cannot be 
extracted in a spreadsheet format. 
Tips for get t ing the most 
from CASPAR
if team teaching, make sure all the team members are •	
registered with CASPAR and, if necessary, assigned 
administration rights prior to setting up projects
check student lists very carefully prior to uploading data •	
and the setting up of projects; this will eliminate the need to 
reload the entire project
establish the marking criteria collaboratively – this can be •	
used to help students develop key employability skills
in briefing students about qualitative peer feedback, •	
encourage them to identify positive characteristic of a 
colleague as well as highlighting areas where they need to 
improve – if possible, students should also use the qualitative 
feedback function on CASPAR to justify why they gave 
marks/grades, both to themselves and to other individuals
check the marking criteria carefully for spelling errors and •	
clarity as these cannot be changed later – users may wish to 
type the criteria into a document and proofread them prior 
to cutting and pasting into CASPAR
get all students to check that they can access the system and •	
that they have been allocated to the right group prior to the 
start of the assessment
if possible, set up a test project so students can familiarise •	
themselves with the system and the norms of assessment
establish multiple assessment points: this will help students to •	
identify areas where they need to improve and give them 
time to address emerging issues
provide students with clear guidance that helps them •	
allocate alphabetical and numerical grades: try to clarify 
how the institutional marking system (100 – 0, 1st – Fail or 
Distinction – Fail) corresponds with the alphabetical (A-E) 
system used by CASPAR
ensure assessment dates are matched with appropriate •	
milestones and deliverables deadlines in the group work project
use peer and self-assessment as part of a broader learning •	
and development strategy. For example, this can be used 
to think critically about students’ strengths and weaknesses, 
the difficult nature of offering constructive criticism, 
the challenges involved in developing an appraisal/
performance evaluation process. If possible, the qualitative 
feedback as well as marks can be used within a Personal 
Development and Planning programme. 
if appropriate, make clear to students when setting up the •	
project the penalties for late submission, non-submission and 
unprofessional feedback or marking
when issuing guidance remind students to: make sure they •	
assess the correct person; think very carefully about their 
comments/marks before pressing the submit button because 
they cannot change them later; assess themselves, including 
qualitative feedback
More information about CASPAR and details of how to trail 
the system is available at: www.heacademy.ac.uk/hlst/
resources/publications
The Academy JISC Academic Integrity 
Service (AJAIS) was set up to help 
support higher education institutions 
embed academic integrity in their own 
practice and policies, and address 
matters of misconduct including 
plagiarism, collusion and data 
fabrication. We are working with Subject 
Centres, PlagiarismAdvice.org and other 
services to provide guidance on issues 
relating to academic integrity and to 
encourage the sharing of best practice. 
Recent priorities for the initiative have involved looking at subject-specific concerns 
relating to academic integrity and the staff development resources that are made 
available through the Subject Centre networks. It is pertinent that there is a variety of 
resources available, providing guidelines or case studies that can be used to inform 
the design of innovative assessment and facilitate students’ skills development. Indeed, 
it is recognised that making changes to assessment methods can help in deterring 
student plagiarism (see Carroll, 2007; PlagiarismAdvice, 2009). This can involve 
designing assessment tasks in ways that tend to discourage students from plagiarising 
material. For example, a task can be devised to provide milestones along the way, 
at which a student has to document their research for the assignment or project, and 
for which they will receive feedback at key points; students can be asked to draw 
on recent events in the media; or learners can provide reflective accounts as part of 
The Academy J ISC 
Academic Integr i ty  Serv ice: 
Highl ight ing Good Pract ice
Erica Morris, Senior 
Adviser for AJAIS
20
J7561_LinkNewsletter24.indd   20-21 11/11/09   12:06:40
The FlyingStart Programme for Sports Business was delivered from 
the 8th to 10th June 2009 at Molineux, home of Wolverhampton 
Wanderers. It was the first of its kind to provide a series of 
specialist workshops with sports related enterprise challenges 
and a sports business focus to over 20 sports graduates across 
the country, from over 18 different institutions. The business ideas 
ranged from setting up personal training companies to offering 
student adventure holidays and multi-faith sport camps.
“This new FlyingStart Programme addresses an area ripe 
for enterprise that hasn’t been directly supported before,” 
said David Benson, FlyingStart Events Coordinator. “With 
our partners, this week we’re delivering the first three-day 
intensive course of a specialist programme for current 
students, graduates and members of the football community 
who wish to start businesses in the area of sport.”
Now in its fifth year, the FlyingStart from the NCGE has an 
impressive track record of inspiring successful new student 
and graduate businesses – some 317 FlyingStart Programme 
graduates are now running businesses.
Karen Bill, Associate Dean, at the University’s School of Sport, 
Performing Arts and Leisure says there are lots of opportunities 
in the sports industry:
“It’s exciting that we’re the first university to have this kind 
of link and I’m looking forward to seeing the students’ 
businesses develop”.
Sporting graduate entrepreneurs have been flexing their new 
business ideas at Molineux to help buck the recession. It’s the 
first intensive entrepreneurship training programme focused on 
sports businesses in the UK.
Wolverhampton Wanderers have given a flying start to 
graduate social enterprises and businesses, helping a new 
generation of UK graduate sporting entrepreneurs to kick the 
economic downturn by hosting a brand new development 
programme for sports-related businesses and social enterprises, 
with the support of the University of Wolverhampton and The 
National Council for Graduate Entrepreneurship (NCGE). 
Matt Grayson, Head of Marketing & Communications for 
Wolverhampton Wanderers, said:
Supporting the FlyingStart programme is a natural step for 
Wolves. Wolves’ Chairman, Steve Morgan, has a superb 
track record of supporting young entrepreneurs via his 
charity, The Morgan Foundation. With the development of 
football in the UK, and sport in general, there are lots of 
opportunities for ambitious young business people. We’re 
delighted that Wolves are the first football club in the 
country to support a scheme of this type, which will provide 
practical help to the next generation of entrepreneurs.
Working with the FlyingStart Programme at the NCGE, in 
partnership with the University’s School of Sport, Performing 
Arts and Leisure, the development programme was designed to 
support graduates in their sports-related businesses ventures. 
Sports Business F ly ingStart an assignment activity (Bloxham and Boyd, 2007; Carroll, 2007). The setting up of a form of assessment is also key, as 
students need to be ready for it: students should be supported 
to develop a clear grasp of the aims of the task and to 
understand the kind of work that is expected from them.
Through a consideration of evidence and conditions under 
which assessment supports learning, Gibbs (2006) emphasised 
that students benefit from explicit assessment criteria and 
opportunities to consider model assignments, and tend to 
engage productively with assignments that require them to work 
with other students:
If students internalise these goals, criteria and standards, 
for example through student marking exercises and public 
critique of work, they are likely to be able to use these 
standards to supervise their own study in future. (Gibbs, 
2006, p. 33)
Bloxham and Boyd (2007) provided valuable suggestions, which 
can be used to help students grapple with the requirements of 
assessment tasks, including information that is often deemed 
implicit. They emphasise that although assessment criteria and 
marking schemes need to be made accessible to students, along 
with guidance on referencing and information on regulations, 
students need to actively consider a task’s requirements through 
discussion with tutors and fellow students in order to appreciate 
fully what is expected. In this area, Bloxham and Boyd (2007) 
highlighted the following approaches:
Make use of exemplars or model assignments, which, •	
for example, are marked by students using the relevant 
assessment criteria. Students can then be involved in group 
discussion facilitated by a tutor about the suggested marks 
they have given and why they were determined.
Provide students with opportunities to mark their own work or •	
another student’s by using self or peer-assessment questions that 
relate to assessment criteria. The use of self or peer-assessment 
should be carefully introduced, as students may have concerns 
about their use and are likely to need practise working with 
criteria. If students are to hand in a self-assessment of their 
assignment then they could also answer questions that relate 
to how they got on with the task (e.g., which parts of the 
assignment did you find particularly challenging?) 
Run interactive teaching sessions that enable students •	
to acquire skills in referencing and citation. Course or 
programme handbooks may well have details of the type of 
referencing used in the relevant discipline, but this guidance 
may not be attended to by students. Instead, a workshop 
style session facilitated by a tutor could be used where 
students can handle a variety of reference sources (e.g., 
books, newspaper articles, visual material), put together a 
reference list of such sources and work with other students to 
agree the appropriate format for the references. 
These kinds of approaches may well help to tackle some of the 
underlying reasons for student plagiarism. For example, students 
are likely to be more involved in the assessment process and 
have opportunities to learn about the importance of referencing 
a range of sources.
Assessment approaches used in the Hospitality, Leisure, Sport and 
Tourism subjects illustrate how innovative tasks can be devised 
in meaningful ways that can help ensure students engage with a 
task and develop skills that are valuable in the longer term:
In a case study on the HLST Network website Ineson reports •	
on an approach where students, taking an international 
hospitality management course, research and write an essay 
on a topic of their choosing. In addition, students work on the 
essay in a series of stages throughout the course. Early on, 
they receive the assignment brief, including the criteria used, 
and examples of previous essay titles. On the course, they also 
learn more about literature searching and writing techniques, 
and later, have opportunities to discuss their possible essay 
topic in class. Before writing the final essay, students produce 
a plan of their essay which is presented, assessed and 
discussed with other students, receiving advice from their peers 
as need be. This approach is valuable as it can help students 
develop the essential skills they will need for when they work 
on their final year dissertations (Ineson, 2002).
In a recent subject-specific guide, Allin and Fishwick (2009) •	
provided a case study on the use of posters and peer 
feedback in an assessment task. In this case, students are 
required to create a poster on a sport marketing module, 
and by using known criteria both students and (later) tutors 
write comments on the displayed posters. This kind of 
exercise also means that students see others posters (i.e., 
other model assignments) and can discuss the feedback they 
receive in relation to criteria. 
Abrahamson (2009) described the use of peer assessment •	
on a clinical placement course for students taking a sports 
rehabilitation programme. Responding to feedback from 
students, a peer assessed presentation was introduced 
as an option for placement students. Here, it is arranged 
that a second year student evaluates a final year student’s 
presentation of their placement experience. An assessment 
proforma with criteria is used for this purpose and staff are 
also involved by, for example, asking further questions. Positive 
student feedback has indicated that the second year students 
valued the opportunities to find out more about placements 
including the possible challenges, and the final year students 
found the type of presentation valuable (Abrahamson, 2009). 
AJAIS are hoping to enhance subject-specific resources relating 
to academic integrity by developing case studies for the HLST 
Network in this area. 
References are available at: 
www.heacademy.ac.uk/hlst/resources/publications
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The FlyingStart Programme for Sports Business was delivered from 
the 8th to 10th June 2009 at Molineux, home of Wolverhampton 
Wanderers. It was the first of its kind to provide a series of 
specialist workshops with sports related enterprise challenges 
and a sports business focus to over 20 sports graduates across 
the country, from over 18 different institutions. The business ideas 
ranged from setting up personal training companies to offering 
student adventure holidays and multi-faith sport camps.
“This new FlyingStart Programme addresses an area ripe 
for enterprise that hasn’t been directly supported before,” 
said David Benson, FlyingStart Events Coordinator. “With 
our partners, this week we’re delivering the first three-day 
intensive course of a specialist programme for current 
students, graduates and members of the football community 
who wish to start businesses in the area of sport.”
Now in its fifth year, the FlyingStart from the NCGE has an 
impressive track record of inspiring successful new student 
and graduate businesses – some 317 FlyingStart Programme 
graduates are now running businesses.
Karen Bill, Associate Dean, at the University’s School of Sport, 
Performing Arts and Leisure says there are lots of opportunities 
in the sports industry:
“It’s exciting that we’re the first university to have this kind 
of link and I’m looking forward to seeing the students’ 
businesses develop”.
Sporting graduate entrepreneurs have been flexing their new 
business ideas at Molineux to help buck the recession. It’s the 
first intensive entrepreneurship training programme focused on 
sports businesses in the UK.
Wolverhampton Wanderers have given a flying start to 
graduate social enterprises and businesses, helping a new 
generation of UK graduate sporting entrepreneurs to kick the 
economic downturn by hosting a brand new development 
programme for sports-related businesses and social enterprises, 
with the support of the University of Wolverhampton and The 
National Council for Graduate Entrepreneurship (NCGE). 
Matt Grayson, Head of Marketing & Communications for 
Wolverhampton Wanderers, said:
Supporting the FlyingStart programme is a natural step for 
Wolves. Wolves’ Chairman, Steve Morgan, has a superb 
track record of supporting young entrepreneurs via his 
charity, The Morgan Foundation. With the development of 
football in the UK, and sport in general, there are lots of 
opportunities for ambitious young business people. We’re 
delighted that Wolves are the first football club in the 
country to support a scheme of this type, which will provide 
practical help to the next generation of entrepreneurs.
Working with the FlyingStart Programme at the NCGE, in 
partnership with the University’s School of Sport, Performing 
Arts and Leisure, the development programme was designed to 
support graduates in their sports-related businesses ventures. 
Sports Business F ly ingStart 
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14-19 Diploma in Sport 
and Act ive Leisure
John Buswell, HLST 
Network Assistant Director
As you will be aware, there is an initiative to extend the 
entitlement of secondary school pupils in the UK by offering 
seventeen Diplomas, fourteen of which are industry-linked, as 
part of the 14-19 curriculum (Hospitality is due to begin in 
September 2009 and Travel and Tourism also in 2010). The 
purpose of this article is to update you on the progress to date 
in the development of the Diploma in Sport and Active Leisure 
(SALD), due to start in September 2010.
The SALD is designed to give students a wide range of 
knowledge and skills across the sport and leisure sector in 
order to progress to higher education and/or to enter the 
industry. There are three levels:
Foundation Diploma (equivalent to 5 GCSEs, grades D-G);•	
Higher Diploma (equivalent to 7 GCSEs, grades A-C); and•	
Advanced Diploma (equivalent to 3.5 A Levels- with the •	
same grading scheme as A Levels
This article focuses on the advanced Diploma (level three) and 
addresses the key aspects of timescale, the scope and impact 
of the SALD, its features, and the implications of all of these for 
higher education.
Why do I  need to read  
th is  now?
The first entrants will not arrive with us until September 2012, 
so we have plenty of time to prepare for this, don’t we? Well, 
not quite. There is immediacy in respect of admissions and, 
perhaps, curriculum review. By the time you read this, there 
may be less than 12 months before the deadline, in your 
institution, for copy for the prospectus for 2012 entry. Note 
that the Diploma will be graded like A Levels, and has been 
accepted as an entry requirement for the major universities, 
including the research-intensive universities.
Furthermore, the lead time for validation, review and delivery 
of new and revised programmes means that we should also 
begin to consider the nature of our curricula with Diploma 
students in mind.
The three day business start-up course focused on getting started in business:
Day 1 – Orientation, through business models to business environment: Getting to 
grips with the world of enterprise and orientation to the world of sports business
Day 2 – Marketing, finance and legal aspects gap analysis and concept fine-
tuning: Enhancing business knowledge and refining the enterprise proposition
Day 3 – Selling your idea: Launching your enterprise – Determining considered next 
steps to successfully start a sports-related business.
The benefits to each of the participants include:
a nationally recognised programme •	
access to a national network of experts and entrepreneurs•	
a 3-day intensive hothouse environment where participants learn both business and •	
“soft” entrepreneurial skills; career skills as well as start-up skills
excellent value – minimum investment for maximum output•	
acceleration of the business start-up process•	
accelerated appreciation of the business environment•	
personalised support specific to business needs•	
mentoring support for business start-ups•	
connections to national networks and links, existing career support and guidance•	
an online system for mentoring, evaluation and tracking•	
ongoing support and advice•	
The Flying Start Programme helps the 
participants to develop and condition 
their enterprise proposition. It provides 
full support, assistance and mentoring 
in order to get an enterprise started 
and running successfully by July 2010! 
An important element of the course is 
that each participant receives their own 
personal mentor before the Residential 
Intensive. The mentors are working with 
the candidates now throughout the 12 
month start-up and launch period. Find 
out more at www.flyingstartonline.com.
The NCGE and the University of 
Wolverhampton are in further 
discussions to look to offer a one-day 
sports focused workshop in December. 
Anyone interested should contact Karen 
Bill on karen.bill@wlv.ac.uk or 01902 
323211.
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Not many are going to t ake the 
Diploma are they?
The numbers associated with the SALD at this stage are very encouraging, including:
applications from 270 consortia (each consortium often comprises several  •	
schools or colleges working in partnership) representing over half the local 
authorities in England
150 of these have been given a green light to proceed (more could still come on •	
board this year)
16,000 students according to consortia estimates•	
submissions from five Awarding bodies to offer the Diploma, with two currently •	
approved to offer all three levels and two to offer levels one and two
It is also worth noting that opportunities to study any 14-19 Diploma will be an 
entitlement from 2013, with some predictions suggesting that level three qualifications 
will be broken down into 40% A Levels, 40% Diplomas and 20% training/employment.
Wil l  I  not ice much di f ference in a 
Diploma student?
The short answer is yes, you probably will, and there are several important features 
of the Diploma to explain, particularly in view of recent comments in some sections of 
the media:
1.  Inclusivity and criticality. It is important to stress that the Diploma is not designed to 
mop up those who “‘cannot do A Levels” or are “less academic”. The Diplomas 
offer an innovative approach to learning for this age group and the opportunity, 
perhaps, to move away from the divide between academic and vocational 
courses. It is emphatically a qualification which offers scope to the individual 
learner to shape their own learning and will therefore stretch the most able and 
committed of students. They offer a mix of Principal (subject–based) Learning and 
Functional Skills (maths, English and IT), as well as the chance to include A Levels 
and an Extended Project to develop critical thinking, research and evaluative skills.
2.  Contextual knowledge. Development has been employer-led (by SkillsActive, the 
Sector Skills Council) and has involved extensive consultation with both the industry 
and with further and higher education. Much thought has been given to the 
content and the way in which young people develop and apply their learning in 
a contextualised way, with work-related and work-based learning (including work 
placements and close links with employers and local organisations. 
3.  Applied learning. This means that there will be constant encouragement of students 
to connect theory and practice and, indeed, to theorise practice through making 
sense of personal experiences and the study of local and national issues. 
4.  Active and empowered learning. There will be much more emphasis on enquiry 
and experiential learning, with students encouraged to take more responsibility 
for understanding and shaping their own learning. Personal Learning and 
Thinking Skills, including independent and reflective learning skills, are also built 
into the qualification and should 
encourage a more self-reliant and 
self-managed approach to learning 
than is currently the case in many 
schools and colleges. 
These features offer a very positive 
perspective on the Diploma, although 
you may have noticed adverse 
comments about Diplomas in the 
media. We should acknowledge that 
Diplomas are still in the early stages 
of development and implementation, 
with a second group of five Diplomas 
beginning this autumn. Traditionalists, 
of course, will also view any alternative 
to A Levels with suspicion. However, 
the demands of a rapidly changing 
world demand the type of learner the 
Diploma is designed to develop, with 
a student better equipped to cope with 
the transition into higher education. It is 
encouraging that in research published 
at the end of August 2009 by the 
National Foundation for Educational 
Research, the higher education sector 
also recognised these points. All 
universities in the survey, including 
20 from the Russell group, said that 
they would welcome applications 
from Diploma students and were very 
supportive of the breadth of learning and 
the range of skills. As work continues on 
the SALD, we will keep you informed.
For more general information on the 
Diploma, please see: 
www.skillsactive.com/saldiploma
John Buswell is Principal Lecturer in 
Leisure Management at the University 
of Gloucestershire and is the newly 
appointed Assistant Director of the HLST 
Subject Network. He is also a member 
of the SkillsActive Sport and Active 
Leisure Diploma Steering Group and 
the Quality Endorsement Committee, 
and Chair of the SkillsActive Sport and 
Active Leisure Diploma Higher Education 
Advisory Group.
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Standards F irst . . .
In 2009, a House of Commons Innovation, Universities, Science and Skills Select Committee  
reported on its inquiry into a range of aspects of higher education. The Committee focused to a large  
extent on academic standards and on increasing numbers of “good” (first and upper second) honours  
degrees. It reported a lack of appetite within higher education for a systematic analysis of the reasons for  
the increase. So, are standards falling and do we expect less from our students? Or are students performing  
better – with a sharper awareness of learning outcomes and a focus upon achieving them?
A recent QAA report, “Honours degree classifications: what we can and cannot tell from the statistics”, compiled by 
Mantz Yorke, provides “a resource for the purposes of institutional reflective analysis and benchmarking”. Both this 
report and that of the Select Committee also pose questions to all of us in subject communities. Do we understand 
trends in degrees awarded? Do we clearly articulate the standards which characterise our awards?
Yorke’s report confirms a positive correlation between “good honours” and the extent to which an institution can 
selectively enrol students, and the relationship between A levels and degree outcome. However, analysis of trends 
is problematic because the way in which subjects are coded, and awards apportioned and reported, changed in 
2002 with the introduction of the Joint Academic Coding System (JACS). To this we can add, in the case of the 
HLST subject grouping, subsequent modifications to the coding. The Yorke report describes a steeper rise in good 
honours degrees pre-JACS than post-JACS, where combined degrees became apportioned to component subject 
areas and “Business and Management Studies” was placed in a group of subjects in which there had been, 
over time, a flat percentage of “good honours” awards (less than 50% in the case of Business and Management 
Studies) but with a high differentiation by type of institution. There is no specific data presented to identify trends in 
the HLST grouping.
This issue of LINK clearly demonstrates the high level of attention given to assessment and feedback in our subject 
community and to developing effective practice that we can share. We must also remind ourselves that it is not just 
how we assess and give feedback but also the standards against which we assess that deserve urgent attention, 
agreement and greater transparency. 
Clive Robertson
Director
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